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ABSTRACT
The purpose of this study was to look beyond the general effect 
that Intelligence and environment has upon the development of reading 
and investigate (a) differences in how accelerated readers and 
nonreaders perform on written language tasks and (b) differences in 
written language experiences provided in the home environment, as 
reported by parents, associated with the development of accelerated 
reading abilities. Due to the broadness of the term written language, 
only four aspects of written language were examined (i.e., awareness of 
concepts about print, awareness of print in the environment, awareness 
of letter/sound correspondences in words - Invented spelling, and 
awareness during story reading episodes - story recall).
Thirty 4- and 5-year-old Intellectually superior children who 
resided in supportive home environments participated in the study. The
sample was comprised of 15 accelerated readers and 15 nonreaders. All 
subjects were administered four tasks which measured each of the 
written language areas. In addition, mothers of all subjects were 
administered a parent questionnaire comprised of 24 descriptive and 245 
quantitative questions which examined experiences in the home 
environment associated with the four written language areas.
Results indicated that accelerated readers performed significantly 
better than nonreaders on two (i.e., print in the environment and 
Invented spelling) of the four tasks. Significant differences were 
also found in two areas on the parent questionnaire. Mothers of 
accelerated readers reported providing more opportunities in the home
xi
environment related to concepts about print and story recall. A 
comparison of the two sets of results Indicated that opportunities 
provided In the home environment (e.g., Invented spelling) might not be
directly related to a child"s performance on tasks measuring that 
specific area (e.g., Invented Spelling Task). Post hoc analysis was
conducted to further examine the lack of association existing between 
performance on the individual tasks and opportunities reported on 
corresponding questionnaire constructs. It was found interrelations 
existed between significant tasks and noncorresponding questionnaire 
constructs. Results indicated that opportunities related to story 
recall and concepts about print could be associated with the ability of 
accelerated readers to read print in the environment and engage in 
invented spelling tasks.
CHAPTER ONE 
INTRODUCTION
Confusion exists as to why some preschool aged children learn to 
read prior to entering school and others do not. Research has 
suggested that it may be the existence of a supportive home 
environment, not superior intelligence, that Influences the development 
of accelerated reading capabilities. These findings have been 
supported by Durkin (1966) and Clark (1978), who found intellectual 
capabilities of subjects within their studies ranging from an average 
to an exceedingly gifted range. Both studies reported the home 
environment to be a major factor in the development of accelerated 
reading. Although backgrounds of the subjects varied, most parents 
valued education and provided a supportive environment in which 
children were encouraged to explore their surroundings freely. Current 
research (Heath and Thomas, 1984; Leichter, 1984; Smith, 1984; Taylor, 
Blum, Logsdon, and Moeller, 1982) in the area of literacy supports 
these findings and suggests that young children develop reading 
capabilities as they become conscious that reading/writing serves a 
purpose within their environment. As parents expose children to 
various types of materials and encourage independent investigation of 
printed information, an understanding develops that a functional 
relation exists between printed words and specific acts (Harste, Burke, 
and Woodward, 1981; Plessas and Oakes, 1964).
The existence of a supportive environment has also been found in 
homes of children who possess superior intelligence. Studies (Cox, 
1926; Havinghurst, 1962) of creative and successful individuals have 
indicated that superior intellectual ability is a combination of 
superior genetic and environmental conditions. These studies have 
shown that most intellectually superior children have been raised where 
parents encouraged personal freedom and provided opportunities to 
explore the world around them (Goertzel and Goertzel, 1972). Although 
the parents possessed varying levels of education and different ethnic 
backgrounds, the majority strongly supported learning and were 
Interested in the education of their children (Ehrllch, 1978; Robinson, 
1979).
These studies, as well as other studies Involving intellectually 
superior individuals (Brown and Rogan, 1983; Price, 1976; Strang, 1954; 
Terman and Oden, 1947), have also reported that a relation may actually 
exist between superior intelligence and early accelerated reading 
capabilities. Seventy-six percent of Price's (1976) intellectually 
superior subjects learned to read prior to entering first grade. 
Forty-three percent of Terman and Oden's (1947) subjects read prior to 
entering school and almost half of Strang's (1954) subjects learned to 
read when they were five or younger. Ehrlich (1978) reported that 
approximately 94% of 4- to 5-year-old subjects in her study of 279 
young children already read at a first to sixth grade level. This 
research suggested that it is a combination of superior
intelligence and a supportive home environment that results in 
accelerated reading abilities.
Theoretical Issues
If a supportive home environment is a key factor in the 
development of reading, as well as superior Intelligence, why is it 
that some Intellectually superior children do learn to read prior to 
entering school and others do not. Are there specific experiences in a 
child's environment that have a direct effect upon the development of 
accelerated reading capabilities, or do some children just possess a 
natural ability to learn to read? These questions may, in part, be 
explained by Harste, Woodward and Burke's (1984a) assumptions which 
underly a Transactional Model of Learning. It is their contention that 
it is not totally the child's environment or the child himself that 
determines what will be learned. Instead, learning takes place as the 
child and the environment come together and affect what is to be 
learned. As children explore and interact with their environment, 
intellectual abilities are altered and specific cognitive abilities 
expanded.
This model stresses the importance of parents' and educators' 
providing children relevant and meaningful opportunities for growth.
It is supported by developmentalists who maintain that experiences 
provided during the period of infancy to age five have a tremendous 
impact upon future learning (Bloom, 1964; White, 1975). During this 
early development, young children undergo a sensitive period when their 
brains remain highly susceptible to new experiences (Callaway, 1973,
1977; Krech, 1969). Increases In learning occur as children are 
provided enriching and stimulating opportunities for exploration 
(Meeker, 1981). At the same time potential talent is delayed, reduced, 
or eliminated when appropriate input does not take place (Bloom, 1964; 
Boguslawski, 1975).
Yet merely providing opportunities may not be sufficient. In 
order for an experience to alter effectively a child's level of 
understanding, there must be an appropriate match between information 
already accumulated in the child's memory (from previous encounters) 
and information encountered under new and different circumstances 
(Hunt, 1969). If the child is involved in tasks which are simple and 
lack challenge, minimum effort may be exerted or the child may lose 
interest in the task. If the task demands too much from the child, 
frustration, withdrawal, or anger may cause the child to gain little 
from the experience. Thus, for maximum learning to take place, the 
child must Interact within an environment that is stimulating and 
challenging yet considerate of existing knowledge.
Based upon this research, it might be hypothesized that if one 
looked beyond the general effect of intelligence and environment upon 
the development of reading, specific opportunities (self or parent 
initiated) might be identified in a child's environment that 
differentiate early accelerated readers from nonreaders. As a result 
of these opportunities, early accelerated readers might explore and 
interact more successfully with written materials in their environment
than nonreaders and thus develop more advanced abilities associated 
with written language.
Justification for this Study 
Although studies have suggested that the home environment is a 
significant factor in the development of early readers, .four problems 
in these studies have prevented close examination of the differences 
that may exist in the home environment of early accelerated readers and 
nonreaders. First, few studies used a control group of nonreaders when 
examining environmental factors related to reading. Although Briggs 
and Elkind (1973), Durkin (1966), and Thomas (1982) Included both 
nonreaders and accelerated readers in their studies, most research has 
either examined environmental factors prevalent in homes of accelerated 
readers (Taylor, Blum, Logsdon, and Moeller, 1982) or examined 
differing environmental patterns within families which appeared to be 
related'to literacy (Anderson and Stokes, 1984; Schieffelin and 
Cochran-Smith, 1984; Yaden, 1984). While these studies provided 
relevant and in-depth information on specific behaviors demonstrated by 
individuals in families, it was not possible to determine if certain 
events in the home environment were more important than others.
Second, few studies examined the reading development of 
intellectually superior preschoolers. As reported earlier, data has 
been collected regarding the age at which intellectually superior 
individuals learned to read; and descriptive studies (Krippner, 1963; 
Price, 1976) have described factors in the home environment that 
appeared to be related to the development of accelerated reading
capabilities among intellectually superior children. However, none of 
these studies directly compared one group of intellectually superior 
accelerated readers to a second group of intellectually superior 
nonreaders or examined differences between the two groups. Flood 
(1977) and Plessas and Oakes (1964) distinguished accelerated readers 
from nonreader8, but intellectual capabilities of the subjects were not 
determined, arid no further comparisons made. Other studies measured 
intellectual levels (Clark, 1978; Durkin, 1966), yet failed to examine 
differences that existed between intellectually superior readers and 
intellectually superior nonreaders. Thus, little is known regarding 
how experiences provided in a supportive home environment of an 
intellectually superior nonreader might be different from experiences 
provided in a supportive home environment of an intellectually superior 
accelerated reader.
Third, most studies involving young accelerated readers have used 
long range retrospective techniques to identify specific reading 
behaviors demonstrated during the preschool years. Price (1976) 
administered a questionnaire to the parents of 37 fourth, fifth, and 
sixth graders to examine behaviors demonstrated by the children prior 
to entering school. Strang (1954) studied reading autobiographies of 
54 seventh, eighth, and ninth grade pupils which described behaviors 
demonstrated when first learning to read. Kasdon (1958) asked a group 
of college freshmen who possessed superior reading capabilities three 
questions: (a) How they learned to read prior to entering first grade;
(b) What made them fast readers; and (c) What aroused their interest in
reading. Although relevant data were collected, none of these studies 
directly examined behaviors of 4- and 5-year-olds during their 
preschool years. Because six or more years had passed between the time 
the behaviors were demonstrated and analyzed, the reliability of the 
results must be questioned. Menyuk (1971) directly examined changes in 
language during children's actual development; however, these studies 
did not specifically examine intellectually superior children.
Fourth, few existing studies have collected quantifiable data and 
made statistical comparisons between accelerated readers and 
nonreaders. Flessas and Oakes (1964), Price (1976), and Thomas (1982) 
asked a child or parent an open ended question and allowed the 
individual to respond freely to the question. Responses were 
categorized; however, the results were reported in the form of 
frequencies. Although descriptive data were provided, it was not 
possible to determine the degree to which these behaviors were 
demonstrated by either nonreaders or accelerated readers. Mason (1980) 
measured the extent to which certain behaviors were demonstrated in the 
home; however, the questionnaire contained a limited number of 
questions and only used a three point scale (i.e., very often, 
occasionally, and seldom).
Using the basic findings from these studies, this study was 
designed. The uniqueness of this study resulted from the: (a) use of
an intellectually superior preschool sample, (b) use of a control group 
of intellectually superior nonreaders when examining environmental 
events affecting the reading development of intellectually superior
accelerated readers, (c) examination of fairly recent and ongoing (as 
opposed to long range retrospective) behaviors of preschoolers; and (d) 
use of quantitative measuring techniques.
Purpose of the Study
The purpose of this study was to look beyond the general effect 
that Intelligence and environment have upon the development of reading 
and Investigate differences In how accelerated readers and nonreaders 
performed on written language tasks and differences In written language 
experiences provided In the home environment associated with the 
development of accelerated reading abilities. To balance the effect of 
intelligence and environment on the development of reading, a sample of 
subjects who possessed superior intelligence and resided in supportive 
home environments was selected for participation in the study. Due to 
the broadness of the term "written language", only four aspects of 
knowledge of written language (i.e., awareness of concepts about print; 
awareness of print in the environment; awareness of letter/sound 
correspondences in words - invented spelling; and awareness during 
story reading episodes - story recall) were examined. These four areas 
were selected based on existing research which supported their 
importance in the development of knowledge about written language in 
young children (Clay, 1982; Goodman and Goodman, 1963; Hoskisson, 1975; 
Mason, 1982).
The study first examined the degree to which intellectually 
superior nonreaders and intellectually superior accelerated readers 
differed in their ability to complete tasks which measured the four
written language areas. High performance on each task by 
intellectually superior readers would support an assumption that the 
four identified written language areas could be associated with 
accelerated reading abilities. The study then examined the degree to 
which parents reported providing different experiences in the home 
environment related to.each of the.four identified areas. Differences 
in experiences would support a second hypothesis that Intellectually 
superior accelerated readers were provided different types of 
opportunities in the home environment.
The overall significance of the study was its ability to use 
quantitative methods to examine specific written language abilities 
demonstrated by accelerated readers and nonreaders and to look beyond 
the macrostructure of a child's total home environment and intellectual 
ability when identifying events associated with accelerated reading 
abilities. Findings from this study would add new knowledge to 
existing information about accelerated readers and assist parents in 
identifying Important experiences in the home environment associated 
with accelerated reading.
Research Questions 
Two research questions were examined:
(a) Is there a difference between the performance of 
intellectually superior readers and intellectually 
superior nonreaders on four written language tasks?
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(b) Is there a difference in written language experiences
in the home environment, as reported by parents, between 
intellectually superior readers and intellectually 
superior nonreaders?
Definition of Terms
A review of terms used in this study has been provided.
Intellectually Superior: an IQ score of 120 and above on the
Stanford-Blnet Intelligence Test. This classification was consistent 
with data reported in the Stanford-Blnet Intelligence Test manual 
(Terman and Merrill, 1973), which identified varying levels of 
intelligence and specific IQ scores that corresponded to each level.
Accelerated Readers: children capable of reading 13 or more words
on the Letter-Word Identification subtest of the 
Woodcock-Johnson Psycho-Educational Battery (1977). To meet this 
criterion, children read a minimum of 13 simple two and three letter
words that could be easily sounded out (e.g., not) as well as more
difficult four and five letter words that relied upon a child's visual 
recall (e.g., once).
Nonreaders: children capable of reading zero words on the
Letter-Word Identification subtest of the
Woodcock-Johnson Psycho-Educational Battery. Children at this level 
might read letters but could not identify simple two and three letter 
words presented on the word list.
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Nonparticipants; children capable of reading one to 12 words on 
the Letter-Uord Identification subtest of the 
Woodcock-Johnson Psycho-Educational Battery.
Supportive Home Environment; a home environment In which parents 
exhibit an Interest In their children's education and provide 
opportunities for their children to explore the environment around 
them.
Family/Home Environment: the general surroundings in which a
child spends the majority of his/her time interacting with Immediate 
family members (e.g., mother, father, siblings). These surroundings 
encompassed the child's home, car, family trips, yard, city, etc.
Awareness of Concepts About Print (Task): children's knowledge of
concepts related to book parts; book orientation; directional rules; 
and meaning of bottom/top, first/last, and letter/word. For purposes 
of this study, an informal task adapted from Clay (1979) was used to 
measure concepts about print.
Awareness of Concepts about Print (Questionnaire Construct); 
parent reports of written language opportunities provided in the 
home/family environment involving concepts related to book parts; book 
orientation; directional rules; meaning of letter/sound 
correspondences; meaning of words/pictures; and recognition of 
words/sentences.
Awareness of Print in the Environment (Task): children's
knowledge of printed letters and words found on labels in their 
surrounding environment. For purposes of this study, an informal task
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developed by the examiner was used to measure each child's ability to 
read common words from labels In- and out-of-context.
Awareness of Print In the Environment (Questionnaire Construct); 
parent reports of written language opportunities provided In the 
home/family environment Involving print on labels; on signs; on 
television; In different rooms of a home; and In the context of family 
activities.
Awareness of Letter/Sound Correspondences In Words - 
Invented Spelling (Task): children's knowledge of correspondences
between letters and sounds In words. For purposes of this study, an 
Informal task adapted from Richgels (1986) was used to measure 
nonconventlonal/conventional spelling of words.
Awareness of Letter/Sound Correspondences In Words - 
Invented Spelling (Questionnaire Construct); parent reports of written 
language opportunities provided in the home/family environment 
involving the spelling of words; demonstration of writing techniques; 
copying/tracing of shapes/letters/words; drawing/colorlng/painting of 
pictures; and writing of messages/notes/letters.
Awareness During Story Reading Episodes - Story Recall (Task); 
children's ability to interact effectively with the content of stories 
and story related materials. For purposes of this study, two stories 
from the Test of Early Reading Ability (Reid, Hresko, and Hammill,
1981) were used to measure a young child's recall of important Idea 
units in the stories. A scoring system developed by the examiner was 
used to measure the degree to which Information was recalled.
Awareness During Story Reading Episodes - Story Recall
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(Questionnaire Construct): parent reports of written language
opportunities provided In the home/family environment involving recall 
of stories; questioning of story content; recitation of 
words/sentences/stories from books; viewing of books; and reading of 
stories in books.
Organization of the Chapters 
The remainder of the chapters are organized in the following 
manner. The second chapter provides a review of existing studies 
relevant to the dissertation topic. This chapter is divided into three 
major sections: Theories Relating to Reading Acquisition, Four Written
Language Areas, and Written Language Development in the Home/Family 
Environment. The third chapter provides a discussion of the 
methodology of the study. Included is a description of the design, 
instrument development, instruments, subjects, and procedures. The 
fourth chapter provides a summary of the sample characteristics, 
reliability assessments, analyses, results, and related analyses. The 
fifth chapter provides a summary of the results, conclusions, 
limitations of the study, and implications/recommendations for future 
research.
CHAPTER TWO 
REVIEW OF THE RELATED LITERATURE
To examine the two research questions, literature pertinent to 
this study has been organized In the following three sections:
(1) Theories Relating to Reading Acquisition
(2) Four Written Language Areas
a. Awareness of Concepts About Print
b. Awareness of Print in the Environment
c. Awareness of Letter/Sound Correspondences in Words
(Invented Spelling)
d. Awareness During Story Reading Episodes (Story Recall)
(3) Written Language Development in the Home/Family Environment
Theories Relating to Reading Acquisition
To identify four specific aspects of written language pertinent to 
the development of reading, theories pertaining to the acquisition of 
written language were examined. The theories have been discussed in 
this section and conclusions drawn regarding their (a) relation to the 
development of reading and (b) relevance to the four areas Identified.
Goodman and Goodman (1963) identified three principles (i.e, 
functional, linguistic, and relational principles) related to the 
nature and meaning of written language. Underlying these principles is 
the assumption that children develop written language abilities and 
oral language abilities in a similar manner. As children expand their 
knowledge about the world around them,,they develop an evolving 
understanding of the meaning of print and learn to use print
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effectively. They use the whole situation to construct meaning, yet 
understand it is the print that tells the meaning. According to 
Goodman and Goodman, children first develop an understanding of the 
function of print in environmental settings (e.g., TV, toys, games) and 
connected discourse (e.g., books, magazines, comics, newspapers).
These experiences vary depending upon the interests and educational 
levels of parents. Second, they develop an awareness of linguistic 
• concepts related to reading and learn that written language is an 
organized and stable system composed of specific units. At this stage 
an understanding of concepts related to books (e.g., directionality, 
spacing, and form of written language) develops. Third, they learn to 
relate written language to oral language. They discover that relations 
exist between oral sounds and visual letters and experiment with this 
new knowledge. Adults cannot teach children these three principles; 
instead, children must develop an understanding of the principles 
through their own interaction with the environment and by asking 
questions (Goodman, 1984). A parent's responsibility thus becomes one 
of organizing a literate environment and encouraging children to 
interact and ask questions about print in their environment, concepts 
about print, and letter/sound correspondences.
Mason (1967, 1980, 1982) identified three similar learning stages 
(i.e., function of print, form of print, and conventions of print) that 
children pass through as they move from spoken to written language.
When learning to read, children first become familiar with the function 
of print. This take8 place as children informally link print to
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familiar meanings and respond to efforts made by parents to read road 
signs, name food products, and direct attention toward words in the 
environment. Due to the unorganized nature of most experiences, the 
development of these concepts is primarily the result of children's own 
conceptualizations of how and why print is used. It can be affected by 
the amount of print that exists in the child's environment, how the 
print is used in the child's environment, the clarity of the 
experiences presented to the child, and the extent to which the child 
is provided opportunities to test ideas while using printed 
information. Second children develop an understanding of the form of 
Print and rules for relating print to speech sounds. Children learn to 
name and recognize letters/letter sounds through the use of alphabet 
posters, alphabet blocks, alphabet cereal, etc. They discover they can 
form nonconventional words of their own based upon their awareness of 
sounds and experiment with this knowledge. Third children develop an 
awareness of the conventions of print and procedures for instructions. 
As children listen to their parents and observe their behavior during 
story reading episodes, they become familiar with the structure of 
stories and learn to use appropriate procedures to engage in a reading 
act. They learn how to interact with books and develop an 
understanding of terminology and concepts associated with written 
materials (e.g., front, back, top, bottom).
Mason maintains that children need opportunities to develop an 
' understanding of all three areas to learn to read. Her theory is
primarily concerned with what children understand as they learn to read
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and examines experiences of children, as opposed to maturation. A 
child's awareness of print In his environment, awareness of 
letter/sound correspondences, and awareness of concepts associated with 
written materials all play an Important part In the development of 
reading. Through exposure to story reading episodes, children 
internalize the concepts and apply the concepts when attempting to read 
on their own.
Mason (1980) also identified three levels (I.e., context 
dependency, visual recognition, and letter-sound analysis) that 
children pass through when developing reading capabilities. At the 
first level, children are highly dependent upon pictures and the 
location of words within text. The process involved in looking at and 
remembering a word is similar to looking at and remembering a picture. 
Strategies are limited and reading is a slow, Ineffective process. At 
the second level, children recognize and name alphabet letters. They 
realize that a relation exists between letter sounds and word sounds. 
They see that words start or end with sounds and relate these sounds to 
corresponding letter sounds and names. Children develop an interest in 
the spelling of words and attempt to use their existing knowledge of 
sounds to spell words. They develop strategies and often rely upon the 
initial consonant in a word to identify words. In some cases, they pay 
too much attention to letter sounds and disregard context cues. At the 
third level, children recognize more complex words and syllable 
patterns. They notice the repetition of ending sounds in words and 
become more conscious of sounds as reading and spelling errors are
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made. Sound analysis and use of context clues in sentences take on 
added significance as an awareness develops that a single letter and 
single sound rule system must be replaced by a letter cluster.
Knowledge of written language thus is seen as an ongoing process that 
moves from a general understanding of the meaning of print to an 
awareness of specific letters and sound combinations in words.
Clay (1982) identified four areas (i.e., language, conventions of 
print, visual patterns, and sound sequences in words) important to the 
development of reading. Clay has suggested many children already 
possess skills that help them adapt to language found in books.
Through repeated exposure to books during story reading episodes, they 
often develop fluent oral language skills, an unconscious control of 
sounds in their language, a large vocabulary, and various strategies 
for constructing se'ntences. As they interact with the printed page, an 
awareness of punctuation marks, directions, spacing, and other 
conventions of print emerges, and they discover how clusters of words, 
syllables, blendB, and letters operate. An understanding of these 
concepts is essential if children are t‘0 read fluently, skim printed 
material, or check on the meaning of individual words. Yet, children 
develop these four areas at different rates. Clay stresses the 
importance of story reading episodes and suggests it is the 
responsibility of adults to monitor the development of these basic 
skills and assist children when skills are found to be lacking.
The importance of story reading episodes and parents' interactions 
with children has also been advocated by Hosklsson (1975). Hoskisson
has suggested that in learning to speak, children pass through a series 
of stages and come closer and closer to replicating language used by 
adults. They learn language in the context of their environment and 
receive feedback whether they have communicated meaning effectively. 
Hoskisson postulates that in learning to read, children pass through a 
similar series of approximations until they attain the fluency of adult 
readers. They learn to read by reading just as they learn to speak by 
speaking. They discover and understand regularities' of written 
language only when provided opportunities to become involved with 
written materials. Hoskisson (1979) proposes that parents teach their 
children to read by following a three step process. First, parents 
should encourage children to listen carefully as stories are read and 
have the children repeat words, phrases, and sentences from the 
stories. Second, parents should omit words in stories and encourage 
children to recognize omissions as well as repeated occurrence of 
familiar words. Third, parents should assist children with unfamiliar 
words as the children attempt to read the stories. Through these 
experiences, concepts about stories and words develop naturally as 
children respond to written material in the company of adults.
The many ways in which story reading episodes affect the 
development of reading have also been stressed by Sulzby (1982).
Sulzby identified four major patterns in children's emergent reading 
attempts that change based on the child's level of development. These 
patterns lend support to the Importance of reading episodes and 
identify types of language/reading abilities developed by young
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children as they listen to stories, Interact with pictures/print in 
books, and respond to parent's questions. During the first pattern, 
children have not formed an awareness of the form of a story, yet use 
pictures to interact with the telling of the story. As they listen to 
their parents read the story, they provide a label for an object in a 
picture or act as if an action in the story is actually occurring. 
During the second pattern, children still rely upon pictures, yet begin 
* to form stories using oral dialogue. Children initially provide the 
dialogue for characters in a picture with the dialogue containing 
narrative undertones. Later they tell a complete story using 
storytelling Intonation while viewing the book with an adult. During 
the third pattern, children progress through four stages that later 
lead to behavior demonstrated during actual reading episodes. First, 
stories are formed using a dialogue which resembles written language 
dialogue with a reliance still upon pictures. Next, oral language 
dialogue continues to be used; yet sounds like written language are 
Inserted. Children use appropriate intonation, proper wording, or a 
combination of both during this stage of development. Later, language 
is decontextuallzed and Intonation is reading like. Children appear to 
be reading, yet are still reading pictures. Last, children attempt to 
retrieve the whole story and appear to be reading the whole story 
verbatim.
Sulzby's fourth pattern is one in which children's attempts to read 
are governed by the print itself. This pattern involves three separate 
stages. Initially children refuse to read as they become aware it is
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the print, not the pictures, that they should look at. Next attention 
Is focused on one or two aspects of the print and other relevant 
Information Is excluded. At this point, reading appears to regress as 
children focus their attention on sounding out words, or memorization, 
to the exclusion of other strategies. The third stage Is one In which 
children pull together various components of the reading process. Some 
children may become Independent readers as they Integrate all aspects 
of reading, while others may not have sufficiently Integrated the 
various components and become strategy dependent. These children omit 
or substitute words, sound out words excessively, or leave nonsense 
words uncorrected. The patterns designated by Sulzby are more complex 
than those of other researchers, yet still reveal the effect that a 
child's parent (and experiences in the child's environment) can have 
upon a child's knowledge of written language.
In summary, each of these theories varies; yet several
commonalities exist among them. All agree that the development of
reading is an ongoing process that starts early in life and constantly
undergoes change. As children interact with print in their environment
and respond to adults, they expand their knowledge of language and
develop new hypotheses about the meaning and purpose of print. All
agree that as children expand their knowledge of print in their
environment, concepts about print, and letter/sound correspondences,
their understanding of print changes, and written language becomes more
/
meaningful. All theories also agree that story reading episodes are
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an essential component of a child's understanding of written language 
development, and a multitude of lessons can be taught as children 
listen to written language and watch parents model appropriate story 
reading behavior. As stories are read by parents, children develop an 
understanding of written language dialogue, an awareness of the 
structure of the stories,..an ability to organize ideas, and an ability 
to recall Important information in the stories. All essential to the 
development of reading. Based upon data reviewed, it was concluded 
that existing theories support the relevance of the following four 
areas in the development of written language: (a) awareness of
concepts about print; (b) awareness of print in the environment; (c) 
awareness of letter/sound correspondences in words (invented spelling); 
and (d) awareness during story reading episodes (story recall).
Four Written Language Areas 
To identify tasks that would be an appropriate measure of the four 
areas identified as pertinent to the development of written language, 
research related to the four areas has been examined in this 
section. Previous studies have been discussed and conclusions drawn 
regarding the selection of appropriate instruments for use in this 
study.
Awareness of Concepts About Print
The ability of children to understand specific concepts about 
print has been examined by various researchers using a variety of 
different methods. Researchers initially attempted to examine a young 
child'8 understanding of basic concepts related to print by
Interviewing the child. Reid (1966) explored the ability of twelve 
5-year-olds to understand "technical vocabulary" associated with 
reading. • All children were asked four standardized questions during 
the second, fifth, and ninth month of a school year. Results indicated 
that the children exhibited a general lack of specific expectancies of
(a) what reading was going to be like; (b) what the activity consisted 
of; and (c) the purpose and use of reading. Subjects did not indicate 
that books contained stories, and when asked about "storied", some 
Indicated that "stories" had nothing to do with reading. Confusion was 
also evident for the meaning of various linguistic concepts related to 
reading.
Downing (1970) examined similar issues by replicating Reid's 
interview format. Thirteen 4- and 5-year-olds were interviewed two 
months after entering school using procedures described by Reid. 
Downing's results confirmed Reid's original conclusions. Subjects 
demonstrated difficulty in understanding the purpose of written 
language, possessed only a vague idea of how people read, and 
experienced difficulty in understanding abstract terms.
These results indicated that young children lacked an ability to 
verbalize spontaneously their understanding of concepts related to 
print. Although they possessed a developing understanding of the 
concepts, they did not possess the skills needed to express this . 
understanding. Thus, it was concluded an interview method might not be 
an appropriate method to measure effectively a young child's awareness 
of concepts about print.
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Other researchers have examined this area by measuring a child's 
ability to recognize differences between sounds and words. Downing 
(1970) administered a task to thirteen 4- and 5-year-olds requiring 
them to listen to 25 tape-recorded auditory stimuli. Each child was 
presented an auditory stimulus and required to acknowledge if the 
stimulus was a "word" or "sound". Results indicated that the terms 
"word" and "sound" were poorly understood by the subjects, and not one 
of the thirteen children associated the term "sound" with a phoneme.
Downing and Oliver (1973-74) altered Downing's original study by 
examining a larger sample of children at several age levels, including 
a wider range of auditory stimuli, and modifying pretraining tasks to 
ensure that the children understood the directions. Forty-two 4- to
8-year-olds were exposed to eight different types of auditory stimuli. 
Results again confirmed previous findings indicating young children do 
not have an adequate concept of what constitutes a word. The findings 
also indicated that as a child grows older, his concept of a "word" 
changes. All children understood that unidentifiable nonverbal sounds 
were not words but confused isolated phonemes and syllables with spoken 
words. Children below the age of 6.5 years also confused identifiable 
nonverbal sounds, phrases, and sentences with words. Children between 
the ages of 5.6 to 6.5 excluded long words, while children younger and 
older did not.
Holden and MacGinitie (1972) also examined the ability of children 
to demonstrate an understanding of the concept "word". Five-year-olds 
were provided poker chips and required to move a chip as they divided
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phrases aad sentences Into words. The greatest difficulty was 
demonstrated when subjects combined function and content words (e.g., 
thebook). In a second experiment, children were provided a visual 
representation of a one line sentence and required to move a chip each 
time they heard the examiner read a word in the sentence. Few children 
accurately performed the task; most appeared to be unaware of the rules 
which separated printed words. Both studies indicated that children 
* had not yet learned to recognize strings of words as separate units.
Morris and Henderson (1981) developed a five stage concept of word 
task that Involved the use of a four line poem. Children were first
taught to recite a poem. During the second stage, the examiner
demonstrated the correspondence that existed between the first printed 
line and first oral verse of the poem. Each child then repeated the 
task by pointing to corresponding words and reciting the remaining 
verses. The third stage Involved the examiner and child jointly 
reading the four verses as the examiner pointed to each word 
pronounced. During the fourth stage, the examiner pointed to 
Individual words and required the child to pronounce the words, k 
final task involved the children reading six isolated words from the 
poem. Children demonstrated: (a) no awareness of word units in text;
(b) a need to apply strategies to complete the tasks (e.g., counting 
off words to find their place in a line); or (c) an understanding of
how words were represented in text. Observations of student
performance indicated that a child's concept of words developed
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gradually la beginning reading, and the age of the child had an Impact 
upon- his/her ability to perform effectively on the tasks.
Thus, results of these studies indicated that many young children 
have not yet developed an awareness of differences between letters and 
sounds and perform poorly on tasks that measure these specific concepts 
about print. Therefore, tasks which require a child to recognize 
differences between sounds and words might not be appropriate tasks to 
measure a 4- and 5-year-old child's awarenesss of concepts about print.
A third method used by researchers to measure a child's awareness 
of concepts was through the use of concrete stimuli. Downing (1970) 
presented four tasks involving concrete stimuli to 4- and 5-year-olds 
and required them to examine eight photographs of reading situations, 
interact with a book containing print, respond to pictures of cars 
(with and without a letter on a license plate), and react to toy buses 
containing different route numbers. Results indicated that the 
subjects responded better when provided concrete stimuli than when 
required to respond verbally to similar concepts during interviews.
Hlebert (1980, 1981) examined 3-, 4-, and 5-year-olds' 
understanding of reading concepts by providing three meaningful tasks 
that were similar to events observed in their environment. The tasks 
involved an examiner reading silently as well as orally from a book, 
children responding to questions about a printed page, and children 
looking at various books and reacting to the different print formats. 
Results differed from previous studies conducted by Reid and indicated 
that children were knowledgeable about concepts related to print.
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Hlebert noted that this difference might have been a result of the 
children having been exposed to print within meaningful contexts as 
opposed to. having been required to verbally express awareness In 
decontextuallzed settings. Also, the culture and environment of 
subjects In Reid's study might have emphasized print to a lesser extent 
than the one evident In Hiebert's study. In addition, the specific 
nursery school experiences of children In both studies might have 
affected the children's understanding of the various concepts.
Clay (1979) developed a test Instrument, Concepts About Print 
Test, that used concrete stimuli to measure a child's awareness of 
basic concepts about print. Clay Incorporated a concrete object (I.e., 
a book) In the task and required young children to demonstrate an 
understanding of concepts involving orientation (e.g., front/back of 
book), print direction (e.g., line sequence, inverted print),- 
letters/words (e.g., point to a letter, point to a word), and advanced 
print (e.g., point to the word "saw"). Clay developed the instrument 
based upon the assumption that all children do not automatically 
develop an understanding of basic concepts when presented verbal 
explanations. By examining their understanding of each of the 
identified concepts, a teacher could.then focus Instruction and 
attention upon undeveloped concepts.
Johns (1980) assessed 60 first graders' understanding of basic 
concepts by administering Clay's Concepts About Print Test. All 
subjects were selected from two predominantly white middle to upper 
income-level schools and grouped according to their reading ability.
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Results Indicated that when the subjects were presented a book and 
required to demonstrate an understanding of concepts specified by the 
examiner, it was possible to measure varying levels of understanding. 
Major differences were observed between the above average readers and 
below average readers on tasks involving letter word concepts and 
advanced print concepts. Johns concluded that above average readers 
had a better understanding of print related concepts than average or 
below average readers.
Lomax and McGee (1984) used ten items from Clay's Concepts About 
Print Test to study concepts about print in relation to other areas of 
reading and language development. The authors examined a proposed 
model composed of five components (concepts about print, phonological 
knowledge, visual discrimination, letter-sound relation knowledge, and 
word reading) underlying word reading acquisition. Eighty-one children 
were tested in four to six sessions and administered multiple tasks to 
measure each of the five components. Structural equation models (i.e., 
LISREL) were used to determine the relations which existed among the 
five reading components. Results indicated that concepts about print 
were a.basic component of reading and were acquired prior to the 
development of visual discrimination. Concepts about print and visual' 
discrimination in turn influenced the development of phonological 
knowledge and led to the development of letter-sound correspondence. 
Knowledge of letter-sound relations and reading were found to be 
equally related. The overall results supported the Importance of 
concepts about print in the development of reading capabilities.
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In conclusion, existing research supports the Importance of a 
child's knowledge of concepts about print In the development of 
reading. Research also supports the fact that It Is possible to 
measure a child's understanding of concepts, provided meaningful and 
appropriate methods are used. The use of tasks which require a child 
to interact directly with concrete stimuli and demonstrate an 
understanding of specific concepts identified by an examiner appear to 
be the most effective means of measuring this area. Based upon data 
reviewed, it was concluded that the performance level of Intellectually 
superior accelerated readers and intellectually superior nonreaders 
could best be measured by using a task similar to Clay's Concept About 
Print Test, which required a child to interact directly with concrete 
stimuli containing print.
Awareness of Print In the Environment
As children interact with concrete stimuli in their environment, 
they not only develop an awareness of basic concepts about print, but 
also develop an awareness of the print itself located on the stimuli. 
Hiebert (1981) examined children's awareness of print by presenting 
five short stories about specific situations to sixty 3-, 4-, and 
5-year-old children. Concrete stimuli containing print accompanied 
each story. At the conclusion of individual stories, children were 
asked a question about the print. Results indicated that preschoolers 
were quite knowledgeable about the meaning of print. Their knowledge 
about print Increased significantly between the ages of three and five, 
with the greatest gains made between the ages of three and four years.
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On the basis of these results, Hiebert concluded that children were 
capable of learning about print at an early age.
Mason (1980) administered six different tasks (during six 
different months) to thirty-eight 4-year-olds to determine what and how 
middle-class preschool children learn about print. Results indicated 
children pass through three phases when learning to read. First, they 
read only signs or labels in their environment and demonstrated an 
* interest in printing, naming letters, and having words/stories read to 
them. Printed words were not recognized differently from pictures and 
could only be identified in context. Second, they read signs, labels, 
and a few book words, recited letters of the alphabet, recognized 
letter names, printed most letters and expressed interest in-spelling. 
These readers were more conscious of letters in.words and analyzed 
words based upon this knowledge. Third, children read multi-syllable 
words. Parents reported that these children read at such a rapid pace 
that it was not possible to estimate their reading vocabulary. The 
children read three to five letter words, spelled three letter words 
and-easily learned (and remembered) new words. Overall- results 
Indicated the children passed from a stage of initial awareness of 
print on labels to recognition of words in decontextualized settings.
Mason and McCormick (1981) examined the order in which children 
demonstrated interest toward ppint in their environment by having 
parents rank 12 activities in the order developed. Analysis of the 
data Indicated the following hierarchy: recited letters, identified
letter names, read own name, printed letters, read traffic signs,
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Identified letter sounds, read store signs, read food labels, read 
nouns, read prepositions, read verbs, and read abstract nouns. In that 
multisyllabic words and abstract nouns were recognized by only a few 
preschool children, it was concluded that reading at this higher level 
was generally not acquired without formal reading instruction. Again 
children moved from a general level of letter recognition to 
recognition of words on labels to recognition of words in isolation.
Some researchers have questioned if children truly read print on 
labels while still young or if their efforts are a form of picture 
reading. Harste, Woodward, and Burke (1984b) examined the responses of
3- to 6-year-olds as they were shown labels (e.g., Jell-o, Dynamints, 
Wendy's, Crest toothpaste, U.S. mall logo, gas station logos). The 
authors divided the responses of the children into functional responses 
("hot" for a Dynamints label), categorical responses ("medicine" for a 
Dynamints label), and specified responses ("Dynamints" for a Dynamints 
label). An examination of the children's responses indicated no clear 
age trends between categories and ages; rather their readings were a 
direct outcome of their personal functional knowledge of the world.
The children used container shapes, logos, color relationships, 
pictures, and print as cues to help them identify the label. 
Interestingly, it was noted that the children were more apt to provide 
"conventional adult responses" when providing interpretations for 
environmental print than when providing interpretations for stories the 
children had written or ones published in books.
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Ylisto (1977) presented 4-, 5-, and 6-year-old children with 25 
printed words (e.g., road signs, cereal box labels) that were familiar 
to the children. The results indicated that 53 of the 62 subjects knew 
all or some of the words when shown photographs with the words in their 
natural setting. However, only 23 knew some of the words when they 
were presented in isolation. Ylisto concluded that print presented in 
a meaningful context may take on a different meaning than print 
presented in an abstract setting.
Hiebert (1978) showed 10 (in-context and out-of-context) high 
frequency environmental words (e.g., Coca-cola, Stop) to forty 3- and
4-year-olds. Results indicated the younger children made more errors 
in identifying the words than the older children. In addition, more 
errors were made with out-of-context words. Many children made single 
word responses (as opposed to strings of words) indicating their 
understanding of word-to-word correspondence between written and spoken 
language. The large number of meaningful errors and large number of 
correct responses on in-context tasks indicated children knew how to 
use the environment to help them read.
Masonheimer, Drum, and Ehri (1984) examined the print reading 
skills of one hundred 2-, 3-, 4-, and 5-year-olds. During the first 
experiment, subjects identified 10 labels (which differed in the amount 
of in-context print). Analysis indicated that either the children read 
almost all of the words correctly or read few, if any, words. Similar 
results were found when reading abilities of subjects were examined. 
Children who read the labels could read almost all of the words in the
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word list while the remaining subjects read four or less of the listed 
words. It was concluded that the prereader's ability to read labels in 
their environment was due to their familiarity with context cues and 
not alphabetic cues in the labels.
Masonheimer, Drum, and Ehri's (1984) second experiment required 
subjects to identify alterations made to environmental print. Initial, 
medial, or final letters in labels were replaced by different letters 
printed in the same style as the original lettering on the label. Each 
subject was shown the label and asked to tell what it said. Results 
indicated that nonreaders were oblivious to print changes. However, 
readers pointed out Incorrect letters, detected all letter alterations, 
and attempted to pronounce the altered spelling. These results 
indicated that readers focused on letters when identifying 
environmental print while prereaders ignored letters and read the 
environment.
In conclusion, existing research indicated that children are 
conscious of the print that surrounds them and understand that print 
represents meaning. However, differences have been found in how 
nonreaders and accelerated readers respond to the print on the labels. 
Research indicates that prereaders respond to the contextual meaning of 
the label while accelerated readers respond to the printed letters on 
the labels. These results indicate that a task involving the use of 
familiar labels or familiar objects containing print would be an 
appropriate method of examining this area, providing the subject was 
not exclusively given print that could be consistently identified by
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its context. In studies reviewed, examiners made this differentiation 
by altering print on labels, underlining specific words on the labels 
or printing words from labels on cards in isolation. Based upon data 
reviewed, it was concluded that the performance level of intellectually 
superior accelerated readers and intellectually superior nonreaders 
could best be measured by using a task which required children to 
identify: (a) general words easily associated with the context; (b)
specific words marginally associated with the context, and (c) the same 
words in an abstract setting.
Awareness of Letter/Sound Correspondences in Words (Invented Spelling) 
Existing research suggests young children possess the ability to 
invent their own spelling systems and phonetically associate oral 
sounds with visual letters before they are capable of spelling 
conventionally or reading. Although letters found in the invented 
spelling of young children do not follow the rules of conventional 
spelling, they are consistent with basic phonetic rules. Chomsky 
(1970, 1971a, 1971b) found children possess phonetic abilities to 
analyze words into component sounds (Read, 1971) before ever receiving 
formal training in this area. They also possess a natural desire to 
create and spell words of their own. As the written words develop in 
their own consciousness, the words take on new meaning and personally 
belong to the child. Chomsky views the composition of words, according 
to their sounds, as a first step toward reading and maintains that 
children are capable of demonstrating this step long before they are 
ready to read.
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Clay (1982) also views writing and spelling as a natural process. 
After reviewing the work of 5-year-olds, Clay identified three 
principles (i.e., the flexibility principle, the recurring principle, 
and the generating principle) related to the development of spelling 
abilities. First (flexibility principle), a child alters and 
experiments with letters and creates new formations. Second (recurring 
principle), a child realizes the same letter or patterns can occur over 
* and over again in different sequences. Third (generating principle), a 
child develops rules that will allow him/her to combine and rearrange 
elements in varying patterns. Children's first efforts are gross 
approximations (e.g., wierd letter forms, invented words, make believe 
sentences). However, changes occur as they experiment with these three 
principles. Their learning becomes very specific as new discoveries 
quickly alter previous perceptions. Of primary importance is the sense 
of accomplishment and mastery attained as- children independently 
discover ways to communicate effectively in writing with others.
The effect of a child's personal interaction with sounds in words 
has also been observed by Bissex (1984), who described changes that two 
children from different environmental backgrounds underwent as their 
awareness of letter/sounds correspondences developed. The first child 
was raised in a highly educated, middle class family and began 
Inventing his own.spellings for words before he began reading. In the 
school setting, changes took place as the child moved from original 
spellings to a greater awareness of conventional spelling within the 
school setting. As the teacher selected and organized appropriate
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information, provided corrective feedback, and asked questions to test 
the child's knowledge (rather than questions that sought answers), the 
child developed his own principles for spellings.as he generalized and 
overgeneralized rules. As new information from the world around him 
was internalized, modifications were made to the system he had 
developed. The second child was raised in a working-class, moderately 
educated home and became involved in invented spelling activities in a 
classroom setting. Initially the child drew representational pictures, 
dictated stories about the pictures, and copied his name from a card on 
his desk. Over time his drawings took on more details, and his stories 
more closely resembled conventional stories. As the child experimented 
over the school year with the formation of'letters, words, and 
thoughts, gradual changes occurred. Although the child rotated 
letters, Interrupted the spelling of words at the end of lines, and 
performed in the lowest reading group, he was encouraged by his teacher 
to direct his own learning and experiment with the spelling of words.
On a daily basis, the child was required to write and/or draw on topics 
of his own choosing, take the completed work to the teacher, and 
explain to the teacher what had been drawn or written. By the end of 
second grade, It was reported that this child was reading on grade 
level. As a result of a variety of different experiences, the child 
learned from his own persistence, the writing of classmates, books he 
read, and Instruction presented by the teacher. Bissex emphasized that 
in both cases children actively participated in events related to 
reading and writing and discovered or developed major principles about
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written language. It was through their exposure to new experiences 
that children adapted these principles and eventually attained the same 
principles used by adults to read and write.
The unique way In which children develop spelling rules that are 
consistent with our language was examined by Read (1971). Read noted 
that young children learn (with no formal Instruction) to attend to 
certain phonetic differences in sounds In specific and systematic ways. 
Without being aware of this knowledge, they recognize syntactic and 
semantic relations among words and exhibit an ability to spell words 
based upon this knowledge. To examine this knowledge, Read studied the 
ability of 20 young children to compose words according to their sounds 
when they possessed no prior preconception of the words. An analysis 
of the children's writing samples revealed common characteristics among 
their invented spellings. Invented spellers analyzed words and 
selected letters based on properties of the words' sounds and of sounds 
in the names of letters (i.e., nasality, syllablclty, backness, height, 
and affrication). As an example, children sometimes spelled a high or 
mid tense vowel with a letter they learned to use for the phonetically 
corresponding lax form (i.e., TEBL for "TABLE"). They also matched 
affricate [V] and |jf] with the affricates that corresponded in voicing 
- fjf~| and fJ}J (i.e., JRAGIN for "DRAGON"). Read surmised that learning 
to identify printed words required children to form hypotheses about 
the relations of spelling to pronunciations, change their hypotheses as 
new evidence was added, and eventually arrive at a system that made
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sense to them. The more a child was prepared to do this for himself, 
the better he was prepared to spell and read.
Allowing children to discover on their own the relations between 
letters and words has also been espoused by Montessori (1964). 
Montessori encouraged children to listen to sounds in words and spell 
words based upon their own awareness of letter-sound relations. She 
first provided children opportunities to manipulate letters of the 
alphabet. Once a child became familiar with some consonants and 
vowels, the letters were placed in front of the child and a teacher 
clearly pronounced a word, stressing each individual sound. The child 
selected appropriate manlpulable letters, spelled the word, and said 
the word once it was completed. Efforts were made only to pronounce 
familiar words to the child to allow the word formation to result in an 
"idea”. The word thus became a problem for children to solve. As 
children associated the sounds with the correct letters, selected the 
appropriate letters, and arranged them in the proper order, a complete 
word was created. Satisfaction was stressed in the discovery that the 
child had composed a word that could be read by other Individuals. By 
using manipulable letters, children were free to express their 
knowledge of sounds/letters and effectively create words of their own.
Richgels (1986) also used manipulable letters to examine the 
ability of young children to represent sounds in words in an invented 
spelling task. Twenty-six beginning first graders were administered a 
test that required them to spell 10 words containing varying sound 
combinations. For each word, the child was read an incomplete sentence
39
and was required to supply Che missing word and then spell it using
plastic letters. An analysis of the spellings indicated that one child
spelled all 10 words conventionally and five children did not receive 
full credit for any word. However, correct letters were provided for 
93.2% of the spellings for beginning consonant sounds, 75.5% for ending 
consonant sounds, and 69.7% for spellings of vowel sounds. These 
results provided additional evidence to indicate that young children 
can associate sounds with corresponding letters in words.
The added dimension of writing was found in studies where the 
ability of young children to recognize sounds was examined as they
physically wrote words on paper. Paul (1976) formed groups of three or
four children in a kindergarten class and told each child to draw a 
picture and think of a name for the picture. The children were told to 
listen carefully to sounds in the words and write the words. Results 
revealed similarities between the spelLing of words in this study and 
the spelling of words in Read's (1971) study. Paul also recognized 
four basic stages of invented spelling. She reported that her 
subjects' earliest competence was in representing the Initial phoneme 
in words; second, they were able to represent both the initial and 
final phonemes in words; third, they separated short vowel sounds from 
surrounding consonants and attempted to include them in the spellings; 
and fourth, as they began to read, they spelled in a more conventional 
manner. Paul's findings were similar to findings reported by Richgels 
(1986). Paul noted that the subjects seldom invented the same spelling 
twice and each word was attacked as a new problem. In many cases, the
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children read back what they had just written but rarely could read the 
words the next day.
Although Paul reported no problems in her kindergarten students 
handling a written spelling task, studies have suggested that the 
development of writing abilities is a complex process that most 4-* and
5-year-olds are still at a stage of mastering. As a result of the 
developmental level of their writing abilities, confusion regarding the 
formation of letters can affect a child's ability to demonstrate an 
awareness of letter-sound correspondences in words. Hildreth (1936) 
examined writing samples of 3- to 6-year-olds and identified several 
different stages of writing development. Between the age of 3 to 4 
years, 5 months, subjects in the study moved through three levels of 
development. First, writing samples resembled aimless scribbllngs with 
a greater number of horizontal and systematic "up and down" 
scratchings. Next, movement was made toward more horizontal and 
vertical strokes with letters not yet recognizable. Third, forms began 
to resemble letters and a greater constriction of space was observed. 
Between the ages of 4 years, 6 months and 5 years, 5 months, correctly 
formed letters were mixed with incorrectly formed letters. Children 
spelled their names but omitted or reversed letters. At approximately
5 years, 6 months to 5 years, 11 months, improvement was shown in every 
area, although some reversals were evident. Finally by the age of 6 to
6 years, 6 months, children primarily worked on increasing the speed at 
which they formed letters. Thus, it appeared that it was not until a
41
child reached a mid 5- to 6-year-old range that a child became fairly 
proficient In the formation of letters.
Hill (1980) examined the writing behaviors of two 3-year-olds and 
two 4-year-olds who had no formal writing instruction prior to the 
beginning of their kindergarten year. During the first year of the 
study, the children were placed at a table containing writing materials 
and told to draw a picture and write a story about their picture.
During the second year, the children were also instructed to tell a 
story, write a story, read it, write a letter, address an envelope, 
read the letter and read the envelope. Hill's description of one 
3-year-old indicated the child: (a) was aware that written language
had form; (b) could write in a left to right and top to bottom
sequence; (c) could form some letters; and (d) could talk about her
written language. Initially the child was selective in what letters
she chose to form and selected letters that were similar to letters in
her name. It was concluded for the whole group that the children were 
cognitively aware of the different functions of writing but their 
awareness strengthened with age.
Dyson (1982) observed 22 kindergarteners in a self-contained 
classroom setting and collected work samples as the children freely 
interacted in a center equipped with writing materials. During the 
final phase of the study, the children were interviewed separately 
regarding their perception of why one writes and what is required to 
learn to write. Results indicated that when children first began to 
write, their letters represented objects rather than parts of an
utterance. Some children saw words as objects drawn on a page and were 
not yet aware that words represented oral language in written form. 
Children frequently interchanged the terms “draw" and "write," often 
saying "write" in instances when an adult would say "make" or "draw." 
They rarely referred to any letterlike forms as drawings and their 
writing appeared to have several meanings which overlapped those of 
drawing. Thus, even at a kindergarten age, children were still 
developing basic concepts related to writing.
Ferrelro (1984) studied 32 children from two different 
environments over two years and identified a more involved process that 
children undergo as they move toward formation of letter strings. One 
group of children lived in a low-income area in Mexico City and were 
raised in homes where parents had no formal schooling, unstable 
employment, and low incomes. The second group was composed of children 
from middle class homes where a variety of reading and writing 
materials were available in the home. Information was collected by 
analyzing work samples and interview data. Results indicated that 
children passed through a -series of phases when developing an 
understanding of differences between drawing and writing. Initially, 
children placed letters inside their drawing not yet realizing that 
letters said something independent of the drawing. As the children 
differentiated between drawing and writing, they placed letters at 
various places on the page and their letters lacked linearity, variety, 
or quantity. Before the end of this phase, letters became organized in 
a linear arrangement and more variety was added to the strokes
43
produced. Children later passed through a phase during which they 
failed to realize letters had meaning. They recognize the forms as 
letters but could not tell an adult what the letters represented. As 
they developed an understanding that letters represented the name of an 
object, they passed through an Intermediate phase, where writing 
represented the object despite the length of the text. When responding
to questions about the text, children often used an article or
- preposition when referring to the Item (e.g., a "chair" for "the 
guitar"). As children realized a word represented an object,
difficulties developed In understanding the formation of words. It was
determined that the two different groups In the study experienced the 
same cognitive problems when Involved In writing tasks. However, they 
differed In the amount of written information available In the 
environment to assist them in processing each phase. It was not the 
information itself that made learning possible, but rather the ability 
of the child to assimilate new Information with old information already 
understood.
In conclusion, these studies Indicated that young children possess 
a natural ability to associate letters and sounds In words. Although 
their spellings might not always follow conventional spelling rules, 
they do follow phonetic rules. Methods used to examine this ability 
have primarily relied upon the use of manipulable letters or a child's 
writing of words. Due to age related developmental stages young 
children pass through when developing writing principles, the use of 
manipulable letters appeared to be a better method of measuring a young
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child's ability to recognize letter/sound correspondences in words than 
the writing of words. Based upon data reviewed, it was concluded the 
performance level of intellectually superior accelerated readers and 
nonreaders could best be measured by using a task which required 
children to spell words while using manipulable letters.
Awareness During Story Reading Episodes (Story Recall)
As children are exposed to stories read orally by adults, they 
develop an understanding of concepts related to print and discover the 
relations that exists between oral and written words. In addition, 
story reading episodes provide opportunities for children to become 
aware of the internal structure of stories. This in turn helps them 
organize information in the stories, recall the essential components of 
the stories, and comprehend essential elements of the story.
Applebee (1978) examined a child's concept of stories by analyzing 
published stories told by children between the ages of two and five 
that were collected by Pitcher and Prelinger (1963). The analyses 
concentrated on children's expectations about what a story was about, 
how it was organized, and how it could be used or varied in response to 
problems. Age changes in ideas about literature were also examined by 
interviewing 6- to 9-year-olds and requiring older student to complete 
a reading questionnaire. Results Indicated that children engaged in 
"spectator roles" at a very early age as they looked at the material, 
tested hypotheses about the structure and meaning of the material, and 
did not rush into interpreting the information. By age five, they 
included story characters in their stories and by age six explained
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their expectations about the characters. Even up to the age of six, 
many children experienced difficulty in determining if a story was real 
or make-believe. A consistent structure was noted in how information 
was recalled by the subjects and six stages were identified in the 
narrative stories. The analyses also revealed two distinct phases that 
children passed through as they learned to interpret information in 
stories. First children's representations of stories took the simplest 
form and almost resembled a one-to-one correspondence between the 
representation and an original experience. There was little evidence 
that subjects reorganized or recoded the information, and they 
discussed stories without fully retelling the information. As the 
subjects got older, responses became more organized, and the subjects 
revealed an ability to classify experiences in the story.
Mandler and Johnson (1977) identified specific structures in 
stories and examined how these structures assist children in recalling 
Information. The identified structure initially directs a child's 
attention to important aspects of information he hears and helps him 
keep track of what has gone on in the story. It tells the listener 
when a part of the story 1b complete (to be stored) or Incomplete (to 
be held until more information has been presented). Even the simplest 
story possesses- at least the following four basic story parts: (a)
Setting; (b) Beginning (event); (c) Development (complex reaction/goal 
path); and (d) Ending. Mandler and Johnson tested their grammar by 
having first graders, fourth graders, and adults listen to a tape 
recorded story and immediately retell the story. A second story was
presented during the £irst session and recalled 24 hours later. Each 
recall was scored based upon the presence of story units 
(propositions). Results indicated that adults recalled more than 
fourth graders and first graders recalled the least. However, the 
order was similar for all groups, indicating that all possessed similar 
story schemas. The main difference in the story schema of younger 
children was the more frequent recall of outcomes and almost no recall 
of reactions. It was noted that length of the story did not affect 
recall and the better the structure of the story, the better the 
recall.
Stein and Glenn (1979) examined children's recall of story parts 
by having 48 first and fifth graders read two stories and recall the 
stories immediately after they were read and one week later. Recall 
data was grouped in the following areas: major setting statements,
minor setting statements, initiating events, Internal responses, 
attempts, direct consequences, and reactions. Results indicated that 
in all stories, the major setting was best remembered with initiating 
events and direct consequences following. Rarely were story elements 
recalled exactly as presented in the stories. Children often 
substituted words, deleted words, and added information. More accurate 
information was recalled immediately after the telling of the story 
than one week later. The amount of new information added by the child 
Increased for the second recall. The gist of the story remained but 
the children replaced lost information with inferred information.
A second study was conducted by Stein and Glenn (1979) which 
Investigated the types of Information that children considered 
Important In the stories. In addition, children's comprehension of 
causal relations within and between episodes was examined. Probing 
questions were developed that focused on the types of causal relations 
children perceived between Items In the story. Each child heard 
four stories and at the conclusion of each story was told to recall the 
first, second, and third most Important event In the story. Each child 
was asked probing questions. Results Indicated grade differences In 
the types of information found to be important. First graders 
mentioned direct consequences while fifth graders identified Internal 
responses as most important. In addition, the children did not 
experience difficulty in answering the probe questions.
Although an awareness of the internal story structure is reported 
to be important, other outside Influences also affect the ability of a 
young child to recall Information and benefit from story reading 
episodes. The absence of a story title or clear instructions about a 
task to be performed can affect a young child's ability to focus upon 
Important elements In a story. Branford and Johnson (1972) found 
unclear wording and ambiguous sentences were Interpreted Inaccurately 
when individuals were not given an indication of the theme of a 
passage. Danks (1980) reported the same to be true when unclear 
Instructions were provided. Children often focused their attention 
upon information other than that being measured when exposed to 
specific tasks and provided no Instruction.
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The reluctance of young children to ask questions was found to be 
another problem by Beal and Flavell (1983). They reported young 
children encoded their messages to others just as they talked to 
themselves, assuming everyone else has the same framework. Although 
communication failure took place, children were not always sensitive to 
the cause of the failure. This was partially a fault of adults who 
failed to provide children with accurate feedback when messages were 
* not understood. Rather than tell the children they did not know what 
the children meant, adults would often guess what children meant to say 
or would ask a question to clarify the issue. Without appropriate 
feedback, children often assumed that an adult understood what they had 
attempted to communicate.
Markman (1979) observed a similar reluctance to ask questions when 
she evaluated the ability of first, second, and third graders to 
understand instructions for playing a game and performing a magic 
trick. The children were told to alert the examiner of any omissions, 
unclarltles, or suggested improvements in the instructions. Although 
obvious inadequacies were evident, the children did not recognize these 
problems or ask questions until they were unable physically to follow 
the directions and complete the task.
The willingness of young children to communicate confusion was 
found to be a characteristic that improved with age. Flavell et al. 
(1981) studied the behavior of kindergarten and second grade children 
who were required to listen to ambiguous verbal directions and 
construct a building made of blocks. It was observed that the older
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children were more apt to demonstrate verbal and nonverbal behavior 
when the directions were inappropriate and to seek help to clarify, the 
information. They were also more apt to tell the instructor that good 
directions were not provided. In contrast, the younger children 
typically demonstrated momentary confusion, arbitrarily decided what 
was right, experienced a sense of closure at the completion of the task 
and appeared not to realize that a problem in communication existed. 
They could take in the information but not attend to, analyze, or 
accurately evaluate the message.
Cosgrove and Patterson (1977) found young children typically said 
very little when in the role of the listener and unable to understand 
an ambiguous message from an adult. Yet, when taught an effective 
strategy, all but the preschoolers were successful in using the 
strategy, asking questions, and performing the task. Beal and Flavell 
(1983) examined the reaction of preschool, kindergarten, and 
first-grade children who were aware that a vague message was unclear, 
yet were told by a listener that the message was understood. It was 
found that despite the children's knowledge the message was unclear, 
they were influenced by the listener's saying he understood the 
message. Only the first graders realized the clarity of the message 
determined the comprehension level of the listener. This indicated 
that in addition to recognizing that a message was unclear, a young 
child must be aware of the quality of the message of the listener and 
not let the listener's answer influence his knowledge.
Ironsmith and Whitehurst (1978) examined the ability of 
kindergarten, second, fourth, and sixth graders to discriminate 
differences between ambiguous and clear messages. All subjects were 
provided informative and ambiguous messages and told to ask questions 
if they needed help. Results indicated no difference in questions 
asked by kindergarteners on informative or ambiguous messages. Second 
graders asked more general questions when clarification was needed, and 
fourth and sixth graders asked more specific questions. It was 
surmised that the younger children's expectation that adults would 
provide adequate messages might have caused them to be reluctant to 
give negative feedback when unable to understand a message.
The existence of preexisting knowledge and background information 
that a person possesses and brings to a task has also been found to 
affect a young child's recall of information presented orally in 
stories. Bartlett (1932) first recognized that when persons takes in 
new information, they do not store the information verbatim but store 
the major theme and later transform it, by adding to it or altering 
their interpretations based upon prior knowledge that had been stored. 
Brown et al. (1977) found children would fill in missing sections of a 
story that conformed to their own preexisting knowledge of the subject. 
Children relied upon the context of the story as much as adults to 
derive meaning from the passage and often created intrusions which 
creatively added to the cohesion of the story.
A young child's ability to internalize information presented 
verbally is also affected by differences in modes of communication.
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Research (Danks, 1980) has shown that adults who remain sensitive to 
children and modify what is said depending upon the age, sex, and 
comprehension level of the child communicate more effectively than 
adults who do not. While verbally communicating with young children, 
adults have enhanced comprehension as they apply stress, pause, and add 
speed to their speech (Devine, 1978; Fry, 1966; Rubin, 1980).
Gestures, facial expressions, eye movement, subtle body twitches, and 
pointing also assist children in understanding what is said. Due to 
the sharing of a spatial, temporal, and situational context, 
communication can take place between an adult and child without the use 
of explicit words.
In conclusion, existing research has indicated young children 
derive many benefits from story reading episodes as they Internalize 
the underlying structure of stories and recall information based on the 
organization of the structure. However, a lack of a title, unclear 
introduction/instructions, lack of prior knowledge, and ambiguous 
information can interfere with a child's comprehension of the 
Information. A child's unwillingness to ask adults questions about 
ambiguous or unclear information also interferes with the child's 
processing of Information. Based upon data reviewed, it was concluded 
that an effective means of measuring a child's recall of information 
presented during story reading episodes would be the use of a task that 
included: (a) stories possessing essential story parts; (b) common
topics; (c) descriptive titles; (d) clear introductions, (e) face to
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face contact between adult and child; and (£) open communication 
between adult and child.
Written Language Development in the Home/Family Environment
To identify experiences in the home environment that have directly 
or indirectly influenced the development of written language, research 
related to Intellectually superior accelerated readers, accelerated 
readers of varying intellectual levels, literate home environments, and 
children who engaged in Invented spelling has been examined in this 
section. These studies have been discussed and conclusions drawn 
regarding issues to be discussed in a questionnaire measuring the four 
written language areas.
A limited number of studies have specifically examined 
opportunities in the home environment of intellectually superior 
accelerated readers. Price (1976) administered a questionnaire to the 
parents of 37 children identified as gifted. Responses pertained to 
behaviors demonstrated by children prior to entering school. Results 
indicated that 11 of the accelerated readers received phonics training 
and 21 received a combination of phonics and sight word training when 
learning to read. For the nine children who learned to read in the 
home and kindergarten, no systematic teaching approach was used. 
However, parents did report that the children were highly motivated and 
enjoyed reading cereal boxes and road signs. Although family members 
helped when children expressed an interest, no further attempts were 
made when the children showed disinterest. Six of the children who 
learned to read were reported by their parents as being very persistent
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when wanting to know the names of letters and words. All but three of 
the parents in the study reported that they had read to their child 
from birth or when he was at an age capable of sitting up. It was 
concluded that parents of gifted children saw their children as having 
a persistent drive, an active imagination, a curiosity, and well 
developed problem solving capabilities.
Krlppner (1963) described the development of an intellectually 
• superior boy who read at 18 months. The parents of the child 
were well educated, intelligent, and articulate. They traced the 
child's reading capabilities back to a picture dictionary received 
shortly after his first birthday. He had relied upon memory and 
pictorial clues to learn letters in the book. A short time later he 
noticed numbers, letters, and words in his environment and requested 
that his parents identify them. He became proficient at reading road 
signs and by the age of three was reading a book of children's poems by 
Carl Sandburg. He began to read on his own, made telephone calls 
without assistance, and enjoyed comics in the newspaper. Although the 
parents did not formally teach reading, they provided an extensive 
number of cultural experiences and made books readily available in the 
home.
Strang (1954) collected data about early reading behaviors of 
intellectually superior children by reviewing autobiographies of 54 
seventh, eighth, and ninth grade students. Results indicated children 
were taught to read through the use of various methods by their 
parents, grandparents, siblings, or teachers. Many stated that their
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parents began reading to them at an early age. Methods utilized to 
teach them to read included sounding out words, using flash cards, 
memorizing common words, associating words with pictures, and learning 
words within simple sentences. After acquiring a basic sight 
vocabulary and mastering word recognition skills, most began to read 
extensively and found the experience to be stimulating and enjoyable.
Other studies have examined the home environment of accelerated 
readers who possessed varying intellectual levels. Durkin (1961a, 
1961b, 1962, 1966) was one of the first researchers to conduct a 
longitudinal exploratory study which examined early reading 
achievement. Parents were interviewed to explore factors that affected 
the development of reading. The Interview contained both open ended 
and structured questions and dealt with information that was factual 
(which could be verified), retrospective, or based upon 
opinions/judgments. Results Indicated that few of the parents could be 
classified as professionals. This was partially explained by the fact 
that the general population from which the children had been selected 
contained predominantly blue collar workers. Interviews with lower 
socioeconomic parents revealed an enthusiastic acceptance of preschool 
reading; however, parents in the higher socioeconomic classes showed a 
concern and signs of guilt about their children developing early 
reading capabilities. Approximately one third of the parents indicated 
that they had deliberately taught their child to read, and five other 
parents stated their children were so persistent and interested in 
learning to read that they decided to teach the children.
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Approximately one-half of the subjects had received direct help in 
learning to read from parents, siblings, and other members.of the 
family (e.g., grandmother, aunt). Having a sibling, especially a 
sister, two years older who liked to play school appeared to affect the 
development of early reading skills. It was concluded that none of the 
children learned to read without some type of help. This help was 
usually in the form of answering persistent questions about the words 
the children viewed in books/newspapers, on signs, labels, and 
television programs.
Durkin (1966) conducted a second study in New York City designed 
to investigate the preschool years of both early readers and 
nonreaders. Information from family Interviews was used to select 30 
nonreaders that matched a group of 30 early readers. Results indicated 
that mothers of early readers read to their children more often and 
were less apt to think reading should only be taught by trained 
individuals. Mothers of early readers were more apt to be college 
graduates who read for their own personal enjoyment than mothers of 
nonreaders. Parents of early readers gave more help when their 
children were interested in tasks involving print and attributed their 
children's Interest in reading to the availability of reading 
materials, paper and pencils, and blackboards in the home, as well as 
to their children's interest in the meaning of words. It was noted 
that the children's interest in writing preceded their interest in 
reading, and interest in numbers and letters accompanied their learning 
to read. In most cases there was little indication of parents applying
56
excessive pressure. Instead, the children repeatedly asked questions 
about print and had their questions answered by parents and siblings.
Clark (1978) examined strengths and weaknesses of young fluent 
readers. Thirty-two early readers participated in the study based upon 
recommendations of teachers and performance on a graded word list.
Data was collected from parents regarding each child's birth and 
development, early reading, knowledge of terms used in reading, and 
help received with reading and play activities. Results indicated that 
the parents came from a variety of home backgrounds. Some parents had 
completed higher levels of education and were classified as 
professionals while others had not completed high school. All parents 
valued education and wanted their children to undergo experiences that 
they had missed. Few mothers worked, and those who did work possessed 
occupations that allowed them to be available to their families as much 
as possible. Most of the mothers read'Wldely and encouraged the 
children to read a variety of different reading materials. Although 
parents were the ones to Initiate extensive trips to the library, once 
the children began to read, they became the primary agent to suggest 
trips. Few of the parents consciously taught their children to read. 
Instead, they talked to their children, answered questions, encouraged 
independent choices and were interested In their children's progress. 
The majority of the parents were willing to devote time to their 
children and were interested in reading stories.
Plessas and Oakes (1964) studied various preschool experiences 
which were related to reading. Twenty-two early readers were
identified after being recommended by kindergarten teachers and scoring 
at a second or higher grade level on a standardized test. All parents 
completed a questionnaire regarding their child's pre-first grade 
reading activities, personal interests in reading, early reading 
instruction, and factors which influenced their child's early reading 
capabilities. Results indicated that all of the subjects demonstrated 
a personal Interest in reading. They attended to signs on trips and 
asked questions about words, letters, and numbers. Nineteen children 
were read to on a daily basis and five children were read to several 
times a day. The majority of the children were provided some reading 
instruction in the home. A variety of methods were used which Involved 
pre-primers, association of letters to sounds, picture dictionaries, 
alphabet games, flash cards, and phonics. It was concluded that 
reading was not a chance happening.
Thomas (1982) examined similarities and differences between 11 
matched pairs of readers and nonreaders. All parents were Interviewed 
to examine home and family factors which had an impact upon reading. 
Results indicated that early readers talked earlier than nonreaders and 
differed in their play habits. They preferred older children and 
adults for playmates and enjoyed indoor play. They also tended to be 
leaders in their play as opposed to followers. In addition, early 
readers took more educationally-oriented trips (e.g., museums, 
planetariums, libraries). Although nonreaders watched more television, 
early readers watched more educational television programs and gained 
more reading behaviors from the shows. Early readers were also read to
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more often than nonreaders and the reading sessions of the two groups 
differed. The mother and other members of the early reader's family 
more often read to the child and asked more comprehension questions 
before, during, and after the reading episodes. Parents of early 
readers indicated their children asked so many questions that it was 
difficult to tell at times who initiated the questions, the parent or 
the child. The majority of the early readers had parents who were 
. involved in reading/writing projects extensively, and the children 
regularly saw their parents in a reading environment.
Thomas (1982) also identified three different types of early 
readers who came from differing home environments. Spontaneous readers 
began reading at the age of two- to two-and-one-half years. The 
intelligence scores of these children were highest among the early 
readers, and their language patterns in the home separated them from 
the other early readers. These children displayed a poetic use of 
language, fascination with language sounds, and sense of humor in the 
use of language at a very early age. All of the parents emphatically 
stated that they had not taught their children to read and that the 
children just started reading one day around the age of two years. 
Indirectly-taught early readers were those children who began reading 
between the ages of three-and-one-half to four-and-one-half. These 
children had been exposed to reading activities in the school or home. 
Parents of these children did not intentionally teach their children to 
read but indirectly modeled reading behaviors in the home. The third 
group, the directly-taught readers, began reading between the ages of 3
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years, 9 months and 4 years. These parents directly taught their 
children with a whole word or phonics approach. The parents also sent 
their children to nursery schools which emphasized beginning reading 
training.
Kasdon (1958) asked college freshmen, identified as superior 
readers, five questions related to their superior reading capabilities. 
It was determined that family members played an Important role in 
helping them learn to read. Approximately two-thirds of the subjects 
who learned to read prior to entering school reported that they had 
been taught by some member of their families Half of the subjects 
reported that they became Interested in reading because they were 
curious about the contents of books. Many attributed their advanced 
reading skills to having read a great deal.
Other researchers have attempted to determine what constitutes a 
literate home environment by conducting in depth examinations of events 
in young children's homes. Flood (1977) examined parental styles of 36 
parents as they read to children. Parents were visited within the home 
and tape recorded as they read a specific book to their child.. In 
addition each child participated in several prereading tasks Involving 
alphabet recognition, whole word recognition, vocabulary, visual 
discrimination, and production of geometric shapes. Analysis of the 
data indicated that there were six Important components in parent-child 
reading episodes: (a) total number of words spoken by the child; (b)
number of questions answered by the child; (c) number of questions 
asked by the child; (d) warm up preparatory questions asked by the
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parents; (e) post story evaluative questions asked by the parents, and 
(f) positive reinforcement by parents.
Yaden (1984) conducted formal and informal observations of two 
children over 29 weeks to determine if children spontaneously ask 
questions-about print. In addition, he wanted to determine if certain 
questions were a function of age and if questioning categories could be 
established. Sessions were tape recorded and tapes were analyzed. 
Questions were categorized in the following areas: Questions about (a)
letters; (b) punctuation; (c) single words; (d) sentences or phrases; 
(e) differences between book language and child speech; (f) book 
reality versus child reality; (g) pictures and illustrations; and (h) 
books. Results indicated that the children did spontaneously ask 
questions about print while read stories and on other occasions when 
exposed to written stimuli in their environment. In addition, the 
children demonstrated a notion of word boundaries. It was concluded 
that if children were not allowed to ask questions of their own, 
reading acquisition would be restricted.
McGee and Yaden (1983) examined the responses of two boys as they 
Interacted with illustration in stories. Results Indicated one-half to 
three-fourths of the children's questions dealt with illustrations with 
and without textual cues. Pictures were Important in helping these 
children derive meaning from the stories. The children slowly moved 
from questions about Illustrations to questions about the oral text. 
Early questions were often rapid requests for identities or locations 
of main characters who were missing from the illustration. Later
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questions Included an exact phrase or word from preceding oral 
Information, Indicating that the children were attending more to the 
oral rendition of the story. Ninty-five percent of the children's 
questions about print were directed toward print that was displayed in 
the illustrations on signs, storefronts, etc. It appeared that 
illustrations might have provided these two children with their first 
indication that print represented meaning.
Mason (1967) examined children's own perceptions about reading by 
asking the questions: (a) Do you like to read; (b) Would you like to
be able to read; (c) Does anyone in your family read; and (d) Do you 
like him/her/them to read. Most children in the study believed that 
they could read and enjoyed doing what they defined to be reading. The 
children indicated that friends, siblings, and parents read in their 
home. Almost all of the children liked their friends or relatives to 
read. Negativism shown by some preschoolers toward reading was thought 
to be an attitude that had been learned in the home. It was postulated 
that this attitude might have developed due to parents Ignoring a child 
while parents read or due to older siblings complaining about 
completing homework assignments or remedial tasks assigned by the 
parent.
Mason and McCormick (1981) examined parent*' perceptions of 
children's knowledge and interest in reading. Parents of 15 
children were required to complete a written questionnaire at the 
beginning of the study and five months after the children had been 
trained in completing specific reading tasks. This questionnaire was
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composed of 12 Items which measured parental support (e.g., if 
children watched educational television, discussed TV programs with 
parents, read stories with parents). Parents were orally administered 
a second questionnaire three weeks after the children began training, 
which dealt with the children's Interest in stories that had been 
taught to them. All children were tested, divided Into two groups, and 
provided either print-oriented training or story-oriented training in a 
classroom setting. During the training phase, children were sent home 
with small books that could be read to parents. A summary of the 
parent responses indicated that children demonstrated a strong interest 
in reading their small books to younger siblings, babysitters, parents, 
and stuffed animals. As parents saw their children reading/reciting 
their small books, the adults became more Involved in furthering their 
children's understanding of print. Parents became more directly 
involved in teaching their children to read by the end of the study and 
described naming letters and spelling printed words as areas in which 
they provided help. It was concluded that due to the use of 
appropriate materials (i.e., small books), children were able to 
transfer information learned in the day care environment to the home 
environment.
Schleffelin and Cochran-Smith (1984) examined data collected from 
an ethnographic study involving preschool literacy in 15 homes in 
an educated, school-oriented community in Philadelphia. The majority 
of the parents in these homes were college educated and held 
professional positions. Parents took education for granted and assumed
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that their children's interest in print emerged naturally as part of 
their normal development. Members of these families read stories to 
their children on a frequent and regular basis and encouraged the 
children to look at books on their own. Books were treated with 
respect in the homes and book reading episodes were important times 
during the day when parent and child interacted on a one to one basis. 
Parents read stories as a means for entertaining the children, to 
. Initiate problem solving discussion, and to Introduce new information. 
Children were surrounded by books and other print (e.g., games, 
records, clothing,'room decorations). In addition, they were provided 
many writing materials and encouraged to experiment with these 
materials. Parents indicated that they had not pushed their children 
to use written materials, however, the children observed parents make 
extensive use of these materials and modeled their behavior.
Leichter (1984) conducted an ethnographic study which examined the 
family's role in the acquisition of literacy for learning. Extensive 
day-to-day field notes of examiners who directly observed families in 
their physical environment were analyzed and specific events 
categorized. Results indicated parents were involved in a wide variety 
of different learning activities with their children that varied in 
duration, frequency, and regularity of occurrence. In all cases, 
families were involved in daily activities such as shopping, selecting 
television shows from guides, and paying bills. Writing was used 
extensively for various reasons which included communicating with other 
families members when apart, preparing shopping lists, keeping budgets,
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and maintaining chore charts. Print was also used while Instructing 
children with homework, giving answers to a child, giving explanations 
during cooking, showing children how lists were made, viewing picture 
albums, teaching bible studies, making signs, and helping children read 
instructions. It was concluded that it was difficult to assess 
accurately every contact made with print due to the amount of print 
that constantly surrounds a family.
Anderson and Stokes (1984) examined those events in the home that 
were so much a part of the family's life that they were almost 
unnoticed. Approximately 2,000 hours of spot observations were made 
over an 18 month time period. Examiners recorded all literacy 
events that occurred during each observation. Attention was focused on 
preschool children. All data was organized under nine domains which 
covered: (a) daily living (e.g., shopping, paying bills, preparing
food); (b) entertainment (e.g., reading a novel, doing crossword 
puzzle, reading the television guide); (c) school related activity 
(e.g., playing school, purchasing workbooks); (d) religion (e.g., Bible 
study sessions); (e) general information; (f) work (e.g., performing 
labor, producing a product); and (g) literacy techniques and skills 
(e.g., activities initiated and organized by print); (h) interpersonal 
communication (e.g., letters); and (1) storybook time (e.g., story 
reading). Analysis of the data indicated that preschool children were 
most involved in print related to daily living, entertainment, literacy 
techniques and skills, and school-related activities. Although all 
families came into contact with print, much variability was found
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across all families In all ethnic groups. Anglo-American parents more 
«
often initiated activities related to literacy while Black families 
usually waited for the child to initiate the activities. However, when 
activities were initiated by preschoolers, the events lasted longer in 
Black families. In addition, Anglo-American children were exposed to a 
greater number of different types of activities, but the amount of time 
spent involved in individual activities was shorter when compared to 
Black or Mexican-American children. Results from the study made it 
clear that low-income-level families are provided opportunities to 
interact with print, however, the interaction is more likely to take 
place through mediums other than books.
Jacob (1984) studied the relations between the culture, behavior, 
and cognition of 29 Puerto Rican children. Data were collected over a 
ten month time period by observers visiting the homes of the children 
and recording behaviors demonstrated by the child. In addition, all 
verbal transactions were tape recorded. Interviews were conducted with 
the female caretaker before the observations and focused on the home 
environment, demographic characteristics of the household, and the 
caregiver's attitude about child training. A second open-ended 
interview was conducted once all observations were completed; it 
focused on the experiences of the children, the child training 
practices, and the attitudes of the caregivers. Analysis of the data 
indicated that almost half of the literacy skill activities occurred 
while the child was involved in practice play or games. In addition, 
the children acted out social behaviors associated with literacy while
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involved in symbolic play (e.g., buying goods with stamps, securing 
prescriptions). Counting numbers from one to ten also occurred 
frequently during practice play. It was found that middle class boys 
played board games (e.g., Monopoly) while lower class boys played 
dominoes, card games, and physical games.
Heath (1983) examined three communities to identify differences in 
the way children developed language. The first of the three 
communities was Trackton in which the adults could read and write. 
However, parents did not model or directly teach their children to read 
or write. At an early age children began to model oral language spoken 
by adults and retold stories. Children were not questioned by their 
parents about stories that they told; instead, adults discussed events 
in the environment without simplifying their own speech or asking 
children special questions. It was.found that these parents did not 
demonstrate the same pattern of responses, reading behaviors, or 
writing behaviors that have been found in research related to 
school-oriented families. The experiences provided in the remaining 
two communities conformed more to previous research. Within the 
community of Roadville, children were read to each evening and provided 
books in the home. Parents asked their children questions and used 
reading episodes as a mechanism for teaching their children information 
that they would need later in life. In the third community, the 
parents of the children were involved in professional occupations and 
used print more extensively for other purposes. Parents began 
communicating with their children at a very early age and discussed new
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events and happenings as they occurred. Children were read stories and 
asked questions about the content of the stories. Parents involved 
their children in events surrounding them and encouraged their children 
to ask questions and discuss events taking place.
The home environment of children who engaged in invented spelling 
was found to be similar to early readers. Hildreth (1936) found 
parents had not taught their children to write and on occasion had 
tried to discourage their children. Parents stated that when their 
children reached a certain point in their maturity, they asked 
questions about writing and wanted to Imitate their parents' writing 
activities. Parents answered the questions of their children and 
provided Instruction when the children demanded the help. Many parents 
stated that they had not wished for their children to read or write at 
an early age.
Read (Chomsky, 1972; Read, 1971) interviewed parents and asked 
questions regarding each child's reading habits, library trips, reading 
aloud to the child, favorite book, time spent in independent reading, 
etc. The majority of the subjects came from relatively privileged 
middle class families in which parents were educated and held 
professional jobs. Materials found in the home included blocks, 
movable alphabet toys, blackboards, paper, and pencils. No elaborate 
toys or kits specifically designed to teach reading were identified. 
Parents stated that they had not deliberately attempted to teach their 
children to spell. Instead they had answered questions and 
occasionally asked further questions or made observations about what
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letter spelled a specific sound. Parents induced confidence in the 
children by reading what the children had written, hanging up stories 
and letters in the home, and making the children feel that the parents 
had accepted their writing as a form of communication. Two significant 
factors related to the child's home environment were the complexity 
level of the books named by the parents and the total number of books 
named.
In conclusion, these studies indicated that a wide range of 
different experiences could be associated with each of the four written 
language areas. Based upon data reviewed, it was concluded that 
existing studies supported the inclusion of items on a questionnaire 
related to each of the following categories: (a) Concepts About Print:
children's interaction with concepts involving letters/sounds/words, 
terms associated with books, and word/picture meaning; (b) Print in the 
Environment: children's interaction with print on signs (in the city),
on signs (outside the city), on television, during family recreational 
outings, in labels, and throughout the home; (c) Invented Spelling: 
children's interaction with drawing/writing/spelling activities and the 
supply of written materials available; and (d) Story Recall: 
children's interaction with activities involving recitation, book 
related questions asked by parents, book related questions asked by 
children, and direct story reading initiated by children.
Summary
The intent of this chapter was to (a) review accepted theories and 
identify four areas of written language pertinent to the development of
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reading; (b) review existing studies and identify appropriate methods 
to measure the four identified written language areas; and (c) review 
existing studies and identify appropriate questions to ask parents 
related to the four identified written language areas.
A review of accepted theories indicated that children passed 
through several phases as they developed written language capabilities. 
Four stages consistently reported to be important were: (a) an
awareness of the meaning and function of print in the environment; (b) 
an awareness of concepts related to print and procedures necessary to 
Interact effectively with printed stimuli; (c) an understanding of the 
relations that exists between sounds in words and written letters; and 
(d) an awareness of relevant information presented during story reading 
episodes. It was determined that all four of these areas developed 
early in a young child's life and constantly underwent change as 
exposure to new experiences took place.
An examination of appropriate methods to measure these four areas 
indicated no one task could effectively measure the full scope of a 
child's knowledge about each area. However, previous research had been 
successful in measuring certain aspects of each area. Tasks found to 
be appropriate Involved the following: (a) Concepts About Print:
tasks requiring children to Interact with concrete objects while 
demonstrating an understanding of concepts related to print; (b) Print 
in the Environment: tasks requiring children to identify words on
labels, signs, or objects both in** and out-of-context; (c) Invented 
Spelling: tasks requiring children to spell words phonetically through
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use of manipulable letters; and (d) Story Recall: tasks requiring
children to recall Idea units In stories In conditions that stress 
clear and open communication between adults and children.
An examination of opportunities provided in the home environment 
indicated that a multitude of experiences could be associated with the 
development of written language in the four areas. Studies have 
indicated that opportunities that allow a child to interact with print 
on signs/labels/wrltten materials, interact with concepts related to 
letters/sounds/words, interact directly with books and stories, and 
Interact with drawing/writing/spelling materials all assist young 
children in developing an understanding of written language.
In conclusion, it was determined that all four of the areas 
identified were relevant to the development of reading, could 
effectively be measured for evaluation purposes, and could be further 
examined by asking parents direct questions about experiences related 
to the four areas. The research reviewed thus served as a foundation 
for selecting appropriate tasks to measure the four identified areas 
and for selecting experiences to be investigated further in the home 
environment.
CHAPTER THREE 
METHODOLOGY
Presented in this chapter is a description of the: purpose of the
study, design, instrument development, instruments, subjects, and 
procedures.
Purpose of the Study
The purpose of this study was to look beyond the general effect 
that intelligence and environment have upon the development of reading 
and investigate differences in how accelerated readers and nonreaders 
performed on written language tasks and differences in written language 
experiences provided in the home environment, as reported by parents, 
associated with the development of accelerated reading abilities. More 
specifically, the questions researched and analyzed were:
(a) Is there a difference between the performance of 
Intellectually superior readers and intellectually 
superior nonreaders on four written language tasks?
(b) Is there a difference in written language experiences
in the home environment, as reported by parents, between 
intellectually superior readers and intellectually 
superior nonreaders?
Design
An ex post facto design was used to examine the research 
questions. This design was selected due to the inability of the 
researcher to control the dependent variable (the development of early 
accelerated reading or nonreading capabilities) or Independent variable
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(home environmental events). The design allowed the researcher to take 
a condition that already existed and determine if specific variables 
could be associated with that condition.
Instrument Development 
A pilot study was conducted to assist the examiner in the 
development of instruments designed to assess four aspects of written 
language (i.e., awareness of concepts about print, awareness of print 
in the environment, awareness of letter/sound correspondences in words 
- invented spelling, and awareness during story reading episodes - 
story recall). During the first phase of the pilot study, an 
examination was made of four existing instruments which measured the 
four Identified areas. This was conducted to determine: (a) the
ability of preschoolers to complete items on each instrument and (b) 
the interest level of preschoolers when administered each task. Twenty 
4-year-olds who possessed superior Intelligence were administered the 
instruments individually by one examiner in one setting, and their 
performance was analyzed.
The second phase of the pilot study involved an adaptation of the
t
original four instruments and an examination of the (a) validity and
(b) reliability of each revised Instrument. An examination of content 
validity was made by selecting a panel of nine experts and presenting a 
series of uniform tasks to each panel member. The panel was composed 
of two preschool teachers, two kindergarten teachers, one first grade 
teacher, two resource teachers, and two reading specialists. All panel 
members had taught young children and been directly involved in the
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teaching of reading to beginning readers. In addition, eight of the 
nine members had a 3-, 4-, or 5-year-old child of their own. All panel 
members met as a group to examine the content of the four instruments 
and were provided specific directions for each task. Sample items were 
completed by the group to ensure that directions were uniformly 
understood. Panel members worked independently and rated each task 
based upon specified criteria. Only items rated by the majority of the 
* panel members (56%) as appropriate were classified as "Acceptable" for 
the study. Once validity was established, reliability was examined by 
statistically (i.e., Cronbach's alpha; Kuder-Richardson) analyzing the 
individual responses of thirty-nine 4-year-olds who possessed superior 
intelligence. All children were administered the four instruments 
individually by one examiner in one setting. Results were analyzed and 
additional changes made to the four instruments when appropriate. A 
more detailed description of the pilot study results has been presented 
in the Instruments section under "Four Written Language Instruments".
Instruments
A standardized intelligence test, standardized reading subtest, 
four written language instruments, and a parent questionnaire composed 
of four sections (constructs) were used to examine the two research 
questions in this study.
Intelligence Test
The Stanford-Binet Intelligence Test was selected to measure the 
intellectual level of each child. The standardized test was developed 
to measure general intelligence of individuals between the ages of two
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to adulthood. The instrument was composed of different tasks that 
measured vocabulary development, auditory memory, fine motor skills, 
visual motor skills, visual memory, comprehension, visual 
discrimination, visual association, concept development, etc. 
Standardized procedures were used administer and score the test.
Tables were available to calculate a subject's mental age and IQ score. 
The test also provided a range of IQ scores to designate specific 
levels (e.g., Average, High Average, Superior) of intellectual 
functioning.
The instrument was originally developed in 1937 and contained two 
separate forms. In 1960 the test was revised and the two forms 
combined into one test based on data collected from 4,498 two- through 
eighteen-year-olds. In 1972, the content of the test was not revised; 
however, 2,351 individuals were used to update the norms. Internal 
consistency of test items was examined, and correlation coefficients of 
.62 and .61 established for the 1937 and 1960 versions of the test. 
Criterion validity was determined by examining the percentage of 
subjects passing tasks at each age level and concluding that regular 
increases took place from younger to older groups.
Reading Test
The Letter-Word Identification subtest of the Woodcock-Johnson 
Psycho-Educational Battery was selected to identify accelerated readers 
and nonreaders. This subtest was one of three subtests (i.e., 
Letter-Word Identification, Word Attack, and Passage Comprehension) 
located in the Reading Cluster of the total test. The subtest was
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comprised of 47 words which measured reading performance from a 
kindergarten to twelfth grade reading level.
The individual subtest was normed on 555 three- to five-year-olds 
who lived in urban and nonurban areas of the northeastern, central, 
southern, and western portions of the United States. A reliability 
coefficient of .89 was established for 4-year-olds by using a 
split-half procedure and the Spearman-Brown formula. Content validity 
was established by having outside experts (e.g., experienced teachers 
and curriculum consultants) contribute items and applying the Rasch 
Model to select test items.
A decision to use a cut-off score of 13 words from one subtest to 
Identify accelerated readers was made based upon data collected from 17 
preschool aged early readers who were administered the Letter-Word 
Identification and Passage Comprehension subtests from the 
Woodcock-Johnson Psycho-Educational Battery. Analysis of the data 
indicated that the nine children who read 13 or more words (Grade 
Equivalent ■ 1.6) on the Letter-Word Identification subtest also read 
six or more sentences on the Passage Comprehension subtest (Grade 
Equivalent ■ 1.5). The remaining eight children consistently read 
fewer than 13 words and comprehended three or fewer sentences. ' Further 
examination of the children's performance indicated that children who 
read 13 or more words on the word list read simple words containing CVC 
patterns (e.g., his) as well as more difficult words that relied upon 
visual recall (e.g., once). Children who read less than 13 words only 
read words containing simple CVC patterns. These results indicated a
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cut-off score of 13 uords on the word list would identify as 
accelerated readers children capable of reading words and sentences at 
a minimum of a 1.5 grade level.
Four Written Language Instruments
Four instruments were developed to assess the ability level of 
nonreaders and accelerated readers on tasks measuring: concepts about
print, print in the environment, invented spelling, and story recall. 
Each instrument represented a microview of the many different types of
behaviors that might have been measured for each of the four areas, A
description of the development of each instrument follows with each 
section containing a description of the: (a) first phase of instrument
development during the pilot study; (b) second phase of instrument 
development during the pilot study; and (c) final instrument.
Concepts About Print Task. Clay's Concepts About Print 
Test (Clay, 1982) was used during the first phase of test development 
to examine a young child's understanding of basic concepts. The test 
was comprised of 24 items which measured book orientation, directional 
rules, meaning of print, relationships between oral and written 
discourse, meaning of bottom/top and first/last, sequencing of 
letters/words/llnes, meaning of punctuation marks, matching of letters, 
understanding of letter and word concepts, and recognition of words.
The book Sand (Clay, 1982) accompanied the test and was used as a 
stimulus when directing children to demonstrate an understanding of 
specific concepts. A maximum score of 24 points was attainable on the 
test.
Test-retest reliability coefficients of .73-.89 and corrected 
split-half coefficients of .84-.88 were reported for the test using 56 
kindergarten children in Texas. A reliability coefficient of .95 was 
also reported using forty 5- to 7-year-olds from an urban area.
Validity was examined by correlating scores of one hundred 6-year-olds 
on the Concepts About Print Test with scores on Clay's Word Reading 
Test. A correlation coefficient of .79 was reported.
Three problems were observed when this test was administered in 
the pilot study to the twenty 4-year-olds. First, due to the length of 
the test and amount of time taken to administer all 24 items, many of 
the children lost Interest and did not direct their full attention to 
the last 10 items. This was especially true for the younger children, 
who exhibited short attention spans and a lack of Interest in letters 
on a printed page. Second, many of the tasks were too difficult for 
some of the children, and their final scores primarily reflected what 
they could not do. Simple concepts that they could demonstrate were 
not measured on the test. Third, few children expressed a spontaneous 
interest in the stimulus book (i.e., Sand) that accompanied the test. 
Several initially demonstrated an interest but the Interest diminished 
as the tasks were presented. It was concluded that the task was too 
long, contained concepts that were too difficult for some children, and 
used a stimulus book that did not maintain the attention of the young 
children.
As a result of these findings, a test similar to Clay's 
Concepts About Print Test was developed and examined during the second
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stage of test development. The new Instrument measured 19 of the 
original 24 concepts found on Clay's test as well as 12 additional 
concepts reported In the literature as Important In early reading 
development. Test administration procedures similar to Clay's were 
adopted; however, a book that would be more appealing and attractive to 
young children was selected as a stimulus book.
To validate the appropriateness of the stimulus book, three books 
. were randomly selected from a list of books identified by the
International Reading Association as favorite books of younger readers 
(Roser and Frith, 1983). Panel members were instructed to examine the 
four books (i.e., Strongest One of All, Tyler Toad and the Hunter, The 
Day Jimmy's Boa Ate the Wash, and A Tale from the Care Bears - Being 
Brave Is Best) and rate each based on eleven specifications that 
pertained to the aesthetic appeal of the book, the book topic, print 
within the book, and the structure of the book (see Appendix A). 
Analysis of the responses indicated that the stimulus book (i.e., A 
Tale from the Care Bears - Being Brave Is Best) and one other selection 
(i.e., The Day Jimmy's Boa Ate the Wash) met the greatest number of 
specifications. It was determined that the stimulus book compared 
favorably with books identified as noteworthy and thus would be 
appropriate for use with preschoolers in the study.
To examine the content validity of the concepts presented in the 
task, panel members examined 31 stimulus items, 10 inappropriate items, 
and 6 appropriate (but nonstimulus) items and determined if the 
concepts were important for young children to understand when first
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learning to read (see Appendix B). Analysis of the responses revealed 
agreement among panel members on the 10 inappropriate*and 6 appropriate 
(but nonstimulus) items. In addition, they agreed upon 26 of the 31 
stimulus items (see Table 1). The five tasks generating disagreement 
were eliminated from the study (i.e., the last line, the author of 
book, a question mark, a quotation mark, and a comma).
A reliability coefficient of .71 was determined when the task was 
administered to thirty-nine 4-year-olds and the Kuder-Richardson 
formula applied to examine the internal consistency of the 26 remaining 
items. Nine additional items were eliminated from the study due to low 
item-total correlations ranging from -.05 to .07. A reliability 
coefficient of .73 was established when the nine items were omitted and 
the remaining 17 items analyzed.
Based upon data collected during the first two stages of test 
development, the final test instrument (see Appendix C) was composed of 
31 items which measured book parts, book orientation, directional 
rules, meaning of print, meaning of bottom/top and first/last, meaning 
of punctuation marks, and understanding of letter and word concepts.
The book A Tale from the Care Bears - Being Brave is Best served as a 
stimulus as children were asked to demonstrate an understanding of the 
first 17 concepts on the instrument. Two large charts containing 
sentences from two pages in the book were used to examine the remaining 
14 concepts. Responses were scored by using scoring criteria (see 
Appendix D) developed by the examiner. Although all subjects were
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Table 1
Concepts About Print Task: Agreement Among Panel Members For
Selected Items
Item Agreement Among 
Panel Members
1 . First letter In a word 100%
2. Top of a picture 89%
3. Bottom of a picture 89%
4. Last letter In a word 100%
5. Beginning of a story 100%
6. End of a story 100%
7. One letter 100%
8. Two letters 100%
9. First line 89%
10. Second line 89%
11. Where to start reading on a page 100%
12. Where to stop reading on a page 100% •
13. A sentence 89%
14. A period 67%
15. Page by page progression 100%
16. Line by line progression 100%
17. Bottom of page to top of page progression 100%
**18. Front of the book 100%
**19. A page 100%
**20. Top of the page 100%
**21. Bottom of the page 89%
**22. A picture 100%
**23. Left to right progression 100%
**24. Title of a book 56%
**25. One word 100%
**26. Two words 89%
*27. Last line on a page 44%
*28. Author of a book 11%
*29. A question mark 44%
*30. A quotation mark 33%
*31. A comma 22%
* Items deleted due to lack of validity during pilot study.
** items deleted due to low Item-total correlations during 
pilot study.
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administered all 31 Items, only the 17 found to be valid and reliable 
were entered Into the final analysis of the data.
Print In the Environment Task. Due to a lack of standardized test 
Instruments to measure preschoolers' awareness of print In the 
environment, an Informal two-part task was developed during the first 
phase of test development. The task was modeled after a task developed 
by Lomax and McGee (1984) which required children to read underlined 
words on labeled objects (e.g., a Potato chip bag).
The task was composed of 15 familiar labels that were removed from 
their source (e.g., "Ivory soap label" from a soap wrapper) and 
attached to separate 3 x 5  cards. One or more words Identifying the 
"general" meaning of the product (e.g., "soap" on the "Ivory 
soap label") were underlined on seven labels and one or more "specific" 
words requiring a greater awareness of letters and print (e.g., "Bear" 
on a "Care Bear Sticker Book" label) underlined on the remaining eight 
labels. In addition, hand printed words, which corresponded to the 
underlined words on the original labels, were displayed on (white) 3 x 
5 cards. One point per card was awarded when a child correctly 
identified all underlined or printed words on each card. A maximum 
score of 30 points was attainable on the task.
Two problems were identified when the task was administered to the 
twenty 4-year-olds. First, children had difficulty identifying the 
label on four of the items (i.e., sugar, turkey, cocoa, and cookie). 
Many stated "I don't know" rather than attempt an answer on these 
items. Second, when shown the 15 words in isolation, nonreaders
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quickly lost Interest In the task and became restless. Children who 
possessed some decoding skills attempted to decode the words but became 
frustrated due to the amount of effort required to decode all 15 words. 
Thus, less attention was directed toward the final words In the task.
It was concluded that the task was too long and not all labels were 
appropriate.
A shorter version of the original task was developed and examined 
during the second phase of test development. Ten labels consistently 
recognized by 4-year-olds during the first phase were selected as the 
stimulus labels. One additional label was selected to serve as a 
sample for explaining the task to a child. One or more "general" words 
identifying the meaning of the product were underlined on five labels 
and "specific" words requiring a greater awareness of print underlined 
on the remaining five labels. The underlined words were printed on a 
second set of 3 x 5 cards using adhesive letters. To attract the 
attention of the young children, all labels were placed on bright green 
3 x 5  cards and printed words on bright yellow 3 x 5  cards.
To validate the appropriateness of the 10 selected labels, panel 
members were required to rate 21 labels and Identify those that met 
both of the following criteria: (a) The label represents a product
that can be easily recognized by a 4-year-old and (b) The words on the 
label can be clearly seen (see Appendix E). The 21 labels included the 
10 stimulus labels, 1 sample label, 2 appropriate (nonstimulus) labels, 
4 labels difficult to identify, and 4 labels containing unclear print. 
Analysis of responses revealed agreement among panel members regarding
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the inappropriateness of the eight labels containing unclear print and 
poorly defined products. In addition, there was agreement that the 10 
stimulus labels and one sample label met both of the specified criteria 
(see Table 2).
A reliability coefficient of .76 was determined when the task was 
administered to the thirty-nine 4-year-olds and the Kuder-Richardson 
formula applied to examine the internal consistency of the 10 items.
It was concluded that the selected labels would be appropriate for use 
with preschoolers.
Based upon data collected during the first two stages of test 
development, the final test instrument (See Appendix F) was composed of 
10 familiar labels that were removed from their source .and attached to 
green 3 x 5  cards. One or more words representing the meaning of the 
label (i.e., Soup, Green Beans, Crackers, Toothpaste, Soap) were 
underlined on five cards and one or more words requiring a greater 
awareness of letters and words (i.e., Jif, Jell-o, Dog, Green Eggs and 
Ham, Bear) underlined on the remaining five cards. Underlined words 
were printed (with adhesive letters) on yellow 3 x 5  cards. One point 
per card was awarded when a child correctly identified all underlined 
or printed words on each card. A maximum score of 20 points was 
attainable on the task for analysis purposes.
Invented Spelling Task. Rlchgels (In press) Invented Spelling 
Test was selected during the first phase of test development to measure 
the childrens' ability to spell words using their own phonological 
knowledge. The test was comprised of 10 sentences, each containing one
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Table 2
Print In the Environment Task: Agreement Among Panel Members For
Stimulus Labels
Label Agreement Among
Panel Members
1 . Rltz Crackers 100%
2. Jlf Peanut Butter 100%
3. Green Beans 100%
4. Kraft Cheese (Sample Item) 89%
5. Campbell"s Soup 89%
6 . Ivory Soap 89%
7. Care Bear Sticker Book 89%
8. Dog Food 78%
9. Green Eggs and Ham 67%
10. Jell-0 Chocolate Pudding 67%
11. Crest Toothpaste 67%
Note: Underlined word(s) represents stimulus word(s).
85
missing word (e.g., Peanut butter comes in a ___.). Each sentence was
read to a child and the child required to identify verbally the missing 
word. If unable to respond to the cues in the sentence, a child 
listened to an examiner pronounce the word. Once the word had been 
identified, the child was instructed to spell the word using plastic 
letters from a tray. Responses were recorded verbatim and scored .using 
a scoring system developed by Richgels (In press). Credit was awarded 
for nonconventional, as well as, conventional spelling. Correlation 
coefficients of .83 and .78 were reported by Richgels (1984) when 
kindergarteners were used to correlate test scores on the 
Invented Spelling Test with test scores on the Metropolitan Reading 
Readiness Test and the Stanford Early School Achievement Test.
Two problems were identified when the test was administered to the 
twenty 4-year-olds. First, not all children could fill in the missing 
words in the sentences. Even when the examiner provided additional 
clues, they either provided appropriate but Incorrect words (e.g., 
"sand" in place of "dirt”) or stated "I don't know". Thus in many 
cases, the task became one of the child attempting to spell words the 
examiner pronounced, as opposed to the child spelling words that the 
child pronounced. Second, due to the amount of time taken by some 
children to identify the correct answer and no visual stimuli to 
maintain their interest, they became restless. A true measure of their 
ability was thus not attained because they spent more energy 
identifying the word than spelling it. It was concluded that the 
auditory task was not an appropriate mechanism to generate words among
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4-year-olds and it was difficult for 4-year-olds to maintain interest 
in a nonvisual task.
As a result of data collected, the task was revised and further 
examined during the second phase of test development. First, a list of 
words that could be represented by pictures, and easily recognized by 
most preschoolers (with little assistance from adults) was compiled by 
the examiner. Ten words were selected from the list that contained a 
representative sample of short vowel, long vowel, and single consonant 
sounds. In addition, words containing initial or final consonant 
blends were selected. Ten pictures were located to represent each word 
and a scoring system devised that would allow for both conventional and 
nonconventional spellings. Procedures to administer the test were 
adapted from the instrument used during the first phase of test 
development.
To validate the appropriateness of the 10 words, panel members 
were presented 20 words and required to specify if the words met each 
of the following requirements: (1) Can it be represented by a
picture?; (2) Could a 4-year-old immediately identify the picture?; and 
(3) Does it contain 2-5 of the specified sounds? (see Appendix G). The 
20 words were composed of the 10 stimulus words, one (nonstimulus) word 
that met all three requirements, four words that could not be 
represented by a picture, three words that would be difficult for
4-year-olds to Identify, and two words that contained more than five 
sounds. Analysis of the responses revealed agreement among panel 
members on the nine Inappropriate words. In addition, most panel
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members agreed that all 10 stimulus words met all three requirements 
(see Table 3). A reliability coefficient of .99 was determined when 
the task was administered to the thirty-nine 4-year-olds and Cronbach's 
alpha was applied to examine the Internal consistency of the 10 items.
Based upon data collected during the first two stages of test 
development, the final test Instrument (see Appendix H) was composed of 
pictures representing 10 words (nose, feet, table, pie, bird, nest, 
bridge, sock, drum, wagon), 26 upper case plastic letters arranged 
alphabetically in a tray, and five additional letters representing A,
E, I, 0, and U. A total of 35 points were attainable for 10 initial 
consonants, nine final consonants, six short vowels, four long vowels, 
three medial consonants, and three blends. Scoring criteria 
established for each word (See Appendix I) enabled subjects to receive 
credit for conventional and nonconventional spellings of words.
Story Recall Task. Two stories from the Test of Early Reading 
Ability (1981) were selected during the first phase of test development 
to measure each child's ability to recall idea units in stories. Both 
stories were read orally by an adult to the child. At the conclusion 
of each story, the child was instructed to retell the story in his own 
words. To score each task, a list of idea units (with one unit 
containing several ideas) was provided. One point was awarded for a 
mimimum of one idea unit recalled in the first story, and an additional 
point was awarded for a minimum of three idea units recalled in the 
second story. A maximum score of two points was attainable on the 
task.
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Table 3
Invented Spelling Task; Agreement Among Panel Members For Stimulus 
Words
Words Agreement Among
Panel Members
1. Pie 100%
2. Feet 100%
3. Bird 100%
4. Sock 100%
5. Nest 100%
6. Wagon 100%
7. Table 100%
8. Nose 89%
9. Drum 89%
10. Bridge 78%
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The test was normed on 1,184 children, between the ages of three 
to seven, who lived in 11 states and one Canadian province.
Information was not available regarding the reliability and validity of 
the two individual story recall tasks on the test.
When the stories were administered to the twenty 4-year-olds, the 
scoring system was found to be inadequate. The major problem was its 
inability to measure the degree to which different children recalled 
varying amounts of information about the stories. A child received all 
or no credit for each story making it Impossible to differentiate the 
child who recalled 10 idea units from the child who recalled one idea 
unit. In addition, it was observed that some children recalled only 
one idea unit, yet if the examiner spontaneously asked questions about 
the story, they could accurately answer the questions. It was 
concluded that the story should be subdivided into specific idea units 
for scoring purposes and a series of questions developed to examine 
different story parts.
Based upon this Information, an adaptation was made of the scoring 
procedures during the second phase of test development. Stein and 
Glenn's (1976) model for story grammar was used by the examiner to 
identify individual story parts in the two stimulus stories. Once 
identified, six questions were developed for each story that related to 
each of the six story parts. Half of the questions related to factual 
information in the story and half related to information that could be 
inferred from events within the episodes.
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(a) Analysis of Story Parts. To validate the labeling of 
story parts, panel members were presented both of the stimulus stories 
and required to Identify story parts that addressed the: Character, 
Social/Environmental Setting, Initiating Event, Goal, Attempt, Direct 
Consequence, and Reaction (See Appendix J). Agreement was attained 
among panel members regarding Individual story parts In both stories.
(b) Analysis of Idea Units. To validate breaks In Idea 
units, panel members were presented both of the stimulus stories and 
required to divide each story Into separate idea units (see Appendix 
K). Panel members identified 14 separate idea units in the first story 
and 20 separate idea units In the second story (see Table 4).
A reliability coefficient of .80 was determined when the scoring 
procedure was used with the thirty-nine 4-year-olds and the 
Kuder-Richardson formula applied to examine the recall of individual 
idea units. Eight Idea units In the two stories exhibited low 
Item-total correlations ranging from .00 through .08 and were omitted 
for scoring purposes. A second reliability coefficient of .82 was 
established when examining the remaining 26 Idea units in the two 
stories.
(c) Analysis of the Questions. To validate the content and 
structure of the questions, panel members rated each question and 
determined if it met all three of the following requirements: (a) The 
passage must be read to answer the question; (b) The wording in the 
question can be easily understood by a 4-year-old; (c) The question can 
be answered by information directly stated or inferred in the passage
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Table 4
Story Recall Task: Agreement Among Panel Members For Idea Units In
Stories
Idea Units Agreement Among 
Panel Members
Story 1
Bridget/ 100%
was playing tag/ 100%
at Bryan's party./ 100%
* She fell down/ 78%
and cut her leg./ 100%
She did not want to go home/ 100%
so she jumped up./ 100%
Bridget said,/ 56%
"I'm okay."/ 100%
Bryan/ 56%
ran up to Bridget/ 100%
and tagged her./ 100%
Bridget was happy/ 100%
that he didn't see her cut./ 100%
* Item deleted due to low item-total correlations during the 
pilot study.
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Table 4 (Cont'd)
Story Recall Task: Agreement Among Panel Members For Idea Units In
Stories
Idea Units Agreement Among 
Panel Members
Story 2
One day/ 67 %
when Bill/ 56%
* visited the reptile house/ 89%
at the zoo,/ 100%
he took a rubber snake with him./ 100%
He took the snake/ 56%
* out of his pocket/ 78%
* secretly/ 89%
* so that no one could see./ 100%
* He thought It would be fun/ 78%
* to play a joke/ 67%
* on the other people./ 100%
He shouted,/ 78%
"Look! A snake got -loose!" 100%
A lady screamed./ 100%
Two little boys/ 89%
started crying./ 100%
Bill felt ashamed./ 100%
He wished/ 67%
he had thought of a funnier joke./ 100%
* Items deleted due to low Item-total correlations during the 
pilot study.
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(See Appendix L). Four inappropriate questions were included with the 
first set of questions and three inappropriate questions included with 
the second set. Analysis of the data Indicated that all panel members 
identified the inappropriate questions. In addition, there was 
agreement that 11 of the 12 stimulus questions met all three 
requirements (see Table 5). Based upon this information, a decision 
was made to eliminate the one inappropriate question from the study.
. To measure similar story parts in both stories, an additional question, 
representing a corresponding story part, was eliminated for the second 
story.
Reliability coefficients of .52 and .58 were determined when the 
Kuder-Richardson formula was used to examine the responses of the 
thirty-nine 4-year-olds when asked the two sets of four questions. Due 
to low reliability coefficients, further examination was made of the 
item-total correlations between items. It was determined that the 
reliability coefficients would only increase to .59 and .63 if two 
items with item-total correlations of .11 were eliminated. Based upon 
this information, a decision was made to eliminate the two sets of 
questions and use the recall of individual idea units as the only 
measure of story recall.
Based upon data collected during the first two stages of test 
development, the final test instrument (see Appendix M) was composed of 
two stories from the Test of Early Reading Ability and a separate 
scoring system devised by the examiner. Each story was divided into 
individual idea units and credit awarded for each idea unit recalled by
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Table 5
Story Recall Task: Agreement Among Panel Members About Questions For
The Stories
Questions Agreement Among 
Panel Members
Story 1
1. What was Bridget doing? 100%
2. what happened to Bridget? 89%
3. Why did she jump up and say "I'm okay?" 89%
4. Why was she happy at the end of the story? 100%
5. What were the names of the two children in 
the story?
100%
* 6. Why did Bridget not want to go home? 22%
Story 2
1 . What was the name of the boy in the story? 100%
2. Where did Bill go? 89%
3. Why did he shout, "Look! A snake got loose?" 89%
4. Why did Bill feel ashamed? 89%
5. Why did the lady scream and the boys cry? 89%
6. What did he do when he got to the zoo? 67%
* Items deleted due to low Item-total correlations during the 
pilot study.
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the child. Only valid and reliable idea units from the first story 
(n ** 13) and second story (n = 13) were calculated for the data 
analysis. Responses were scored by using scoring criteria (see 
Appendix N) developed by the examiner. Descriptive titles were 
provided for each story and explicit directions included at the 
beginning of each story. A direct presentation was used when reading 
the story to ensure that maximum communication took place between adult 
and child.
Parent Questionnaire
A parent questionnaire was developed to examine written language 
experiences in the home environment. The questionnaire was divided 
into four major constructs (i.e., Concepts About Print, Print in the 
Environment, Invented Spelling, Story Recall). Each construct 
represented a macroview of many different types of opportunities 
related to each of the four areas. Items within each construct had 
been investigated in previous research and found to be important to the 
development of written language.
Content validity of the major constructs was examined by 
presenting panel members 21 cluster headings which represented 
groupings of questions related to each area. Each panel member was 
instructed to sort the individual cluster headings under appropriate 
construct headings. An analysis of the responses indicated the 
majority of the panel members agreed on 20 of the 21 headings (see 
Table 6). A lack of consensus existed over the placement of the 
cluster heading “Library Visits”. A decision was made by the examiner
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Table 6
Parent Questionnaire: Agreement Among Panel Members About Headings
tinder Major Constructs
Major Constructs and Headings Agreement Among
Panel Members
Questionnaire Construct: Concepts About Print
Reading Concepts Involving Recognition 100%
of Letters/Sounds/Words 
Reading Concepts Involving Terms 100%
Associated with Books 
Reading Concepts Involving Word/Picture 100%
Meaning in Books 
Reading concepts Reinforced by the Computer 78%
•Questionnaire Construct; Print in the Environment
Interaction with Print Uhlle on Lengthy 100%
Car Trips
Interaction with Print Uhlle on Short 100%
Car Trips in the City 
Interaction with Print on the Television 89%
in the Home Environment 
Interaction with Print Uhlle on Family 89%
Outings
Supply of Printed Materials in the Home 78%
Children's (Personal) Interaction Ulth
Print Through Materials in the Home 56%
Environment
Children's (Personal) Interaction Uith 56%
Print Through Events in the Home 
Environment
Parent (Personal) Interaction Uith Print 56%
in the Home Environment 
Interaction Ulth Books From a Library Mixed
Opinion
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Table 6 (Cont'd)
Parent Questionnaire: Agreement Among Panel Members About Headings
About Headings Under Major Constructs
Major Constructs and Headings Agreement Among
Panel Members
Questionnaire Construct: Invented Spelling
Direct Drawing/Writing/Spelllng 
Assistance Provided by a Parent 
Structured Drawing/Writing Activities 
Using Commercial Materials in the Home 
Supply of Drawing/Writing/Spelling Materials 
in the Home 
Un8 truetured Wri tlng/Drawing/Spelllng 
Activities Conducted by a Child
Questionnaire Construct; Story Recall
Story Recall Activities Involving Books 
Initiated by a Child 
Story Recall Activities Involving Books 
Initiated by a Parent 
Listening Activities Involving Recitation 67%
100%
89%
100%
89%
100%
100%
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to place the cluster heading under the Print in the Environment 
Construct. Because a trip to the library constituted an outing away 
from home, the heading bore a closer resemblance to the Print in the 
Environment Construct than other constructs.
To examine the content validity of the questions under each 
cluster heading, panel members were presented individual questions (one 
construct at a time) and required to sort the questions under the 
. appropriate cluster headings. A heading labeled "None of the Above" 
was provided for questions that did not fit under the cluster headings. 
Analysis of the responses revealed disagreement among panel members for 
only one cluster of questions. Due to a split (i.e., 33%, 33%, 22%, 
and 11%) among panel members regarding the appropriate placement for 
questions dealing with whom (e.g., mother, sister) a child might 
recite/read books, a decision was made to establish a new cluster 
heading and place the questions under the new heading.
The final parent questionnaire (see Appendix 0) contained 269 
questions which were subdivided into two sections containing 24 
descriptive questions and 245 quantitative questions. Data for the 
descriptive section was recorded as mothers provided specific numbers 
or general responses to questions. Data for the quantitative section 
was recorded as parents responded to a five point Likert scale (i.e., 
Never, Seldom, Sometimes, Often and Very Often) stipulating the degree 
to which experiences in each of the four areas were provided in the 
home environment. Totals for each individual construct were used for
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data analysis. Each construct was composed of the following types of 
questions:
Concepts About Print Questionnaire Construct. This questionnaire 
construct contained 61 questions which pertained to the frequency with 
which: family members helped children learn to Identify or read
letters/sound/words; subjects used workbook pages to match 
letters/words/pictures; subjects filled in sequences of letters; family 
members deliberately used specific terms (dealing with concepts about 
print) while reading to subjects; family members demonstrated specific 
concepts to children; family members discussed differences between 
specific concepts; family members discussed names of punctuation marks; 
family members discussed the meaning of pictures/words; family members 
encouraged subjects to sound out or read words in books; and subjects 
asked questions about pictures books.
Print in the Environment Questionnaire Construct. This 
questionnaire construct consisted of 94 questions which pertained to 
the frequency with which: mothers/fathers read specific types of
materials; family members read words on signs to subjects; subjects 
read words on signs to family members; subjects interacted with written 
materials in different rooms of the home; subjects watched/interacted 
with television; subjects read words on labels; subjects Interacted 
with print while assisting family members in the home; subjects were 
provided access to materials in the home; and subjects interacted with 
books on trips to the library.
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Invented Spelling Questionnaire Construct. This questionnaire 
construct contained 46 questions which pertained to the frequency with 
which: family members made available writing materials; family members
demonstrated proper techniques for forming letters and words; subjects 
used activities to trace or copy shapes/letters/words; subjects 
drew/colored pictures; subjects made special holiday cards containing 
pictures or words; subjects sought family member's attention while 
spelling words; and subjects scribbled or wrote notes/shopping 
lists/homework/letters.
Story Recall Questionnaire Construct. This questionnaire construct 
consisted of 44 questions which pertained to the frequency with which: 
family members discussed the content of stories; family members asked 
questions about the content of a story; subjects recited or read 
stories to family members; subjects tried to guess what was happening 
in a story; subjects asked questions about words/punctuation marks in 
stories; subjects tried to recite/read stories by looking at pictures 
in books; subjects tried to recite/read stories by looking at words in 
books; subjects recited/read stories to various individuals or objects.
Subjects
Subjects were initially selected from a sample of one hundred 
twenty-five 4- and 5-year-old children nominated by parents for 
participation in a publicly funded preschool gifted program. All 
children had been screened by the public school system and identified 
as potentially gifted. All children in the sample who possessed IQ 
scores of 120 and above were identified as potential candidates for the
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study. All potential candidates who read 13 or more words on the 
Letter-Word Identification of the Woodcock-Johnson Psycho-Educatlonal 
Battery were Identified as accelerated readers. A random sample of all 
potential candidates who read zero words on the Letter-Word 
Identification subtest of the Woodcock-Johnson Psycho-Educa tlonal 
Battery were Identified as nonreaders. To facilitate the collection of 
data, two separate procedures were used to select nonreaders. Those 
procedures are discussed In the Procedure section. All parents 
contacted agreed to participate In the study.
Procedure
A review of procedures used to collect data has been provided In 
this section.
Sample Identification
All children nominated by parents for participation In a 
publically funded preschool gifted program were screened by public 
school officials and a list compiled of 125 potentially gifted 4- and
5-year-olds. All parents of children listed as potentially gifted were 
contacted and two dates scheduled for administration of the (a) 
intelligence test and (b) reading test plus four written language 
tasks. All scheduling was conducted as part of normal evaluation 
procedures to determine eligibility for a preschool gifted program. 
Parents were not aware that an Independent study was being conducted. 
All parents provided sociocultural data (see Appendix P) during this 
nomination phase.
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Administration of Intelligence Test
The Stanford-Blnet Intelligence Test was administered to all 125 
children by one psychologist. The test was administered on an 
individual basis and standardized testing procedures were used to score 
each test. A list was compiled of all subjects attaining an IQ score 
of 120 and above. To prevent examiner bias from interfering with study 
results, IQ scores were withheld until each child had been administered 
all reading tasks.
Administration of Four Written Language Tasks
The following procedures were used to administer the tasks during 
a second test session. All tasks were administered to all 125 children 
by one educational consultant in the order listed.
Story Recall Task. The examiner read standard test directions and 
instructions at the beginning of each story. Once individual stories 
had been read orally by the examiner, the subject was instructed to 
retell the stories in his/her own words. All responses were recorded 
verbatim on a protocol. Three judges scored the responses and credit 
was awarded when two of the three judges rated an item as correct. 
Correct responses for items identified as valid and reliable were 
totaled for data analysis.
Print in the Environment Task - Part One. The examiner read a 
standard passage to introduce the subject to the task. The subject was 
shown a sample item to demonstrate the two different types of print 
(i.e., "general" versus "specific"). The examiner placed each label, 
one at a time, in front of the child, pointed to the underlined word(s)
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and asked "What is this word?/What are these words?". All responses 
were recorded as correct or Incorrect on a protocol form.
Concepts About Print Task. The examiner placed the stimulus book 
In front of the subjects and read standard Instructions Informing the 
subjects they were not going to read the book but would show the 
examiner where things were,located In.the book. The examiner turned to 
specified pages and asked questions which corresponded to each page.
The child was instructed to use two stimulus charts to identify 
additional concepts on the test. All responses were recorded as 
correct or incorrect on the protocol form. Correct responses for items 
identified as valid and reliable were totaled for analysis purposes.
Print in the Environment Task - Part Two. The examiner presented 
to the subjects, one at a time, 3 x 5  cards with words printed on each 
card. The subjects were instructed to read the words. All responses 
were recorded as correct or incorrect on a protocol form. Correct 
responses in Part One and Part Two were totaled for analysis purposes.
Invented Spelling Task. The examiner placed a tray of 26 plastic 
letters in alphabetic order (plus additional letters A, E, I, 0, and (J) 
on the table in front of the subject and read standard instructions to 
the task. The subject was first told to use the letters to "spell" 
his/her name. Next, the subject was shown a picture and asked to name 
the picture. If the exact word was not provided, probing questions 
were asked until the stimulus word was identified. If the name was not 
identified, it was provided by the examiner. The subject was then 
instructed to spell the word using the plastic letters. All spellings
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were recorded verbatim on a protocol. In addition, verbal segmentation 
of sounds in words was recorded. Three judges scored the responses and 
credit was awarded when two of the three judges agreed on a response.
A total score was calculated for analysis purposes.
Administration of Reading Test
The examiner administered the Letter-Word Identification portion 
of the Woodcock-Johnson Psycho-Educational Battery using standardized 
administration and scoring procedures. This test was the last task 
administered to prevent examiner bias from Interfering with test
results. A total score was calculated for all words correctly
identified on the word list. One list was compiled of all subjects
attaining a total score of 13 or above and a second list compiled of
all subjects attaining a total score of zero.
Identification of Subjects
A list of potential candidates for the study was compiled by 
identifying all children who possessed an IQ of 120 or above and (a) 
read 13 or more words on the word list or (b) read zero words on the 
word Ust. Due to differing time spans during which data was collected 
two separate procedures were used to select subjects from the potential 
candidates.
April, 1985 - June, 1985 All potential candidates who read 13 or 
more words on the Letter-Word Identification subtest of the 
Woodcock-Johnson Psycho-Educational Battery were classified as 
accelerated readers (n - 7). All potential candidates who read zero 
words on the Letter-Word Identification subtest were classified as
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potential nonreaders (_n = 29). A random numbers table was used to 
select randomly the same number of nonreaders (n ** 7) as already 
identified accelerated readers (n = 7). Due to one nonreader (i.e., 
male) moving to another state before the administration of the parent 
questionnaire, it was necessary to randomly select one additional 
nonreader (i.e., girl) from the potential nonreaders.
September, 1985 - March, 1986. All potential candidates who read 
13 or more words on the Letter-Word Identification subtest of the 
Woodcock-Johnson Psycho-Educational Battery were classified as 
accelerated readers (n « 8). Due to the large number of anticipated 
nonreaders, every third potential candidate who read zero words bn the 
Letter-Word Identification subtest was classified as a potential 
nonreader (n « 10). A random numbers table was used to select randomly 
the same number of nonreaders (ri * 8) as already identified accelerated 
readers (ji ■ 8).
Administration of Parent Questionnaire
After receiving official results from public school officials 
regarding the eligibility of their children for participation in the 
preschool gifted program, all mothers of identified readers and 
nonreaders were contacted by telephone. Each parent was informed of 
the purpose of the study and a date was scheduled for the examiner to 
interview the mother in the home. On the day of the interview, mothers 
were first presented a release form, granting their permission to 
participate in the study (see Appendix Q). All mothers willingly 
signed the form. All mothers were read standard instructions regarding
the purpose of the questionnaire. Standard introductions were also 
read at the beginning of the descriptive and quantitative sections of 
the questionnaire. Mothers were provided a copy of the rating scale to 
view while responding to the quantitative questions (see Appendix R).
At the conclusion of the session, mothers were asked an open ended 
question regarding what they felt had contributed to their child's oral 
and written language development.
Totaling of Data
Once all data had been collected, quantitative responses were 
totaled for each questionnaire construct and separate analysis 
conducted for the four questionnaire constructs and four performance 
tasks.
CHAPTER FOUR 
ANALYSIS OF THE DATA
The purpose o£ this study was to look beyond the general effect 
that intelligence and environment have upon the development of reading 
and investigate differences in how accelerated readers and nonreaders 
performed on written language tasks and differences in written language 
experiences provided in the home environment, as reported by parents, 
associated with accelerated reading abilities. Two major research 
questions were examined:
(1) Is there a difference between the performance of 
intellectually superior readers and Intellectually 
superior nonreaders on four written language tasks?
(2) Is there a difference in written language experiences
in the home environment, as reported by parents, between 
intellectually superior readers and intellectually superior 
nonreaders?
The chapter begins with an examination of descriptive statistics 
on study participants. Reliability of the four instruments and four 
questionnaire constructs follows. A review of the two research 
questions, analyses, and results follows, and the chapter is concluded 
with the results of related analysis.
Sample Characteristics and Descriptive Statistics 
Sample Characteristics
The final sample was comprised of 15 accelerated readers (7 male,
8 female) and 15 nonreaders (5 male, 10 female), who represented three
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different nationalities (see Appendix S). Ages ranged from 4 years, 0 
months to 5 years, 4 months with 25 subjects in the 4-year-old age 
range (13 nonreaders, 12 readers) and five in the 5-year-old range (2 
nonreaders, 3 readers). An analysis of the data indicated that 
accelerated readers and nonreaders resided in similar home 
environments. The yearly Income level of the majority of the subjects 
exceeded $24,000. The Income level of one single parent was less than 
$10,000; however, the parent attended college and resided in the home 
of her parents. A majority of the parents attended college, and many 
had completed college and/or pursued graduate degrees. A large 
percentage of mothers in both groups did not work, and a sizeable 
number of fathers were employed in lower, middle, and higher level 
professional positions. All but one of the subjects resided in a 
two-parent family unit. The majority of the subjects were raised in 
homes containing two or three children. A slightly greater percentage 
of nonreaders were first born than readers. A review of the subjects' 
intellectual levels revealed similarities across both groups.
Family Related Activities
T-tests were used to examine differences between family related 
activities in the two groups. Results (see Table 7) Indicated that 
both groups were exposed to similar types of activities. No 
significant differences were noted in the number of times family 
members read to subjects, the length of reading episodes, or the number 
of books read to subjects by family members. A review of family 
oriented recreational trips revealed few differences between the two
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Table 7
Summary Table for Family Related Activities of Readers and Nonreaders
Variable Group Mean S.D. t £
Reading Episodes
Times a week family 
members read to 
the subject
Reader
Nonreaders
7.40
6.20
4.53
1.86
.95. .36
Minute8 each reading 
episode lasts
Reader
Nonreaders
21.00
17.07
13.91
6.25
.99 .33
New books read to 
subjects by family 
each month
Reader
Nonreaders
18.40
28.60
12.53
32.37
1.14 .27
Number of family members 
who read to subjects 
each week
Reader
Nonreader
2.73
1.87
1.10
.64
2.63 .02
Library Visitations
Trips taken by subject 
and family members In 
three month span
Reader
Nonreader
4.69
3.47
2.63
2.15
.55 .59
Number of books checked 
out by subject each 
visit
Reader
Nonreader
8.39
4.60
4.93
4.52
1.46 .16
Television Viewing
Hours subject watches 
television each day
Reader
Nonreader
2.67
2.80
1.50
2.27
.19 .85
110
Table 7 (Cont'd)
Summary Table for Family Related Activities of Readers and Nonreaders
Variable Group Mean S.D. _t £
Recreational Visitations
Number of trips taken by 
subject and family 
members In the last year 
to visit:
Museum Reader 1.13 1.25 1.18 .25
Nonreader 1.87 2.07
Play Reader .80 .94 1.27 .22
Nonreader 1.53 2.03
Movie Reader 4.07 3.47 1.20 .24
Nonreader 6.53 7.15
Zoo Reader 3.40 2.26 3.54 .001
Nonreader 6.40 2.39
Musical Event Reader 2.33 2.87 1.61 .12
Nonreader 3.93 2.58
Amusement Park Reader 2.87 2.33 .53 .60
Nonreader 2.47 1.81
Circus Reader .27 .59 1.20 .25
Nonreader .07 .26
Print Related Purchases
Number of print related materials 
purchased for subjects by family 
members In the last year.
Comic books Reader
Nonreader
.00
.00
.00
.00
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Table 7 (Cont'd)
Summary Table for Family Related Activities of Readers and Nonreaders
Variable Group Mean S.D. t £
Print Related Purchases (Coat'd)
Number of print related materials 
purchased for subjects by family 
members In the last year.
Books from stores/ Reader 22.40 20.09 .19 .85
bookclubs Nonreader 23.67 16.30
Workbooks Reader 14.33 14.86 .96 .35
Nonreader 10.07 8.56
Children's magazines Reader 12.00 11.11 .10 .92
Nonreader 11.60 10.26
Read-a-along books Reader 2.60 2.82 2.44 .003
Nonreader 7.20 6.74
Boardgames Reader 3.07 3.43 .00 1.00.
Nonreader 3.07 2.99
Card games Reader 2.53 3.09 .99 .34
Nonreader 1.67 1.40
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groups. One significant difference was noted in the number of family
members who read to readers as compared to family members who read to
nonreaders (t » 2.63, j> < .Q2 ) . A review of print related materials
purchased by family members also revealed a significant difference (t =
2.44, £ < .003) in the number of read-a-long books purchased for
nonreaders as compared to accelerated readers.
Direct Teaching Activities
Chi-square analysis was used to examine differences between the
groups in direct teaching activities provided by family members.
Results Indicated a significant difference in the number of mothers of
accelerated readers who used reading kits or reading programs to teach
2
their children to read (X (2) * 8.89, £ < .003). Sixty-seven percent 
(n ■ 10) of the mothers of accelerated readers used a commercial 
program or a program that they had developed to teach their children to 
read. See Appendix T for a summary of approaches used. Of the five 
remaining accelerated readers (whose mothers had not used programs or 
kits), all five mothers reported that their children were taught to 
read at their preschool (Note: Four of the five children attended
Montessori programs at three different locations). In contrast, only 
13Z (n - 2) of the mothers of nonreaders reported using commercial kits 
or programs they had developed to teach their children to read. Of the 
13 remaining nonreaders, only two children were being taught to read at 
their preschool.
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Reliability and Consistency of Scoring Assessments 
Each of the four written language tasks underwent reliability 
testing to ensure that the performance of subjects In the present study 
was consistent with performance of subjects In the pilot study. 
Consistency In the scoring of two tasks by judges was also examined.
In addition, each of the four questionnaire constructs (I.e., Invented 
Spelling, Print In the Environment, Concepts about Print, and Story 
Recall) underwent reliability testing to examine the Internal 
consistency of Items within the constructs. These three areas are 
discussed separately below.
Reliability - Written Language Tasks
The results of the analysis Indicated similar or substantially 
higher reliability coefficients on two of the four tasks in the present 
study as compared to the pilot study (see Table 8). An alpha level of 
.98 was determined when Cronbach's alpha was used to examine the 
Internal consistency of the Items in the Invented Spelling Task. This 
result was consistent with pilot results. A reliability coefficient of 
.97 was established when the Kuder-Rlchardson measure was used to 
examine the internal consistency of the 20 items In the Print in the 
Environment Task. This result was substantially higher than pilot 
results.
The alpha level on the Concepts About Print Task (i.e., alpha = 
.75) was similar to pilot results (i.e., alpha « .73) when 
Kuder-Rlchardson measures were used to examine the 17 Items in the 
task. However, an examination of individual items revealed low
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Table 8
Summary of Reliability Coefficients for Four Written Language 
Tasks (Pilot and Present Study Results)
Pilot Study Present Study
Measure Coefficient Coefficient
Alpha Alpha
Invented Spelling Task .99 .98
Print in the Environment Task .76 .97
Concepts About Print Task .73 .76
Story Recall Task .82 .75
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item-total correlations (ranging from .18 to .23) on nine of the items. 
As a result, these nine items were eliminated and a reliability 
coefficient of .76 (with item-total correlations ranging from .34 to 
.60) established for the remaining eight items in the task. A decision 
was made to examine only the mean score of the eight items in the final 
analysis of the data.
The alpha level on the Story Recall Task (i.e., alpha ■ .61) was 
lower than pilot results (i.e., alpha = .82) when Kuder-Richardson 
measures were used to examine the 26 items in the task. Further 
examination of individual items revealed low item-total correlations 
(ranging from -.21 to .27) on 19 items. As a result, these 19 items 
were eliminated and a reliability coefficient of .75 (with item-total 
correlations ranging from .35 to .55) determined for the remaining 
seven items in the task. A decision was made to examine only the mean 
score of the seven items in the final analysis of the data.
Consistency of Scoring Between Judges
Three judges were used to score responses Independently for the 
Invented Spelling Task and Story Recall Task. (Judges were not needed 
for the Print in the Environment Task or Concepts About Print Task due 
to the explicit nature of the subjects' demonstrated responses.)
Credit was awarded when two or more judges rated an item as correct.
To examine agreement among the judges, a procedure cited by Gottman 
(1979) as the most common measure of agreement between observers was 
used:
number of agreements 
number of agreements + disagreements 
Agreement and disagreement for the Story Recall Task resulted in the 
following ratio:
254/273 - 93%
Agreement and disagreement for the Invented Spelling responses resulted 
in the following ratio:
196/200 - 98%
These results provided evidence to support the assumption that the 
responses were scored in a consistent manner.
Reliability - Four Questionnaire Constructs
Cronbach alpha was used to measure the Internal consistency of the 
total items in each questionnaire construct (i.e., Invented Spelling, 
Environmental Print, Concepts About Print, and Story Recall). Although 
high alpha levels were established for each questionnaire construct 
(see Table 9), further examination was made of individual items in each 
construct. All items possessing item-total correlations less than .30 
were identified and eliminated from each questionnaire construct. A 
review of final items used in the study (which possessed item-total 
correlations of .30 or greater) can be found In Appendix U. The alpha 
levels for each construct were recalculated (using only reliable items) 
and found to range from .89 to .97. Based upon this information it was 
determined the final items within each construct were reliable and 
internally consistent.
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Table 9
Summary of Reliability Coefficients for Four Questionnaire 
Constructs (Total and Items-Deleted Results)
Coefficient Coefficient
Constructs Alpha Alpha
(Total Items) (Items Deleted)
Invented Spelling 
Questionnaire Construct .90
Print in the Environment 
Questionnaire Construct .93
Concepts About Print 
Questionnaire Construct .92
Story Recall
Questionnaire Construct .86
.92
.97
.93
.89
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Question One: Analyses and Results
MANOVA (Multivariate Analysis of Variance) was used to test If 
differences existed between mean scores of intellectually superior 
accelerated readers and Intellectually superior nonreaders on four 
tasks measuring written language capabilities (i.e., Concepts About 
Print Task; Print in the Environment Task; Invented Spelling Task; and 
Story Recall Task). The intent of this analysis was to determine if 
Intellectually superior accelerated readers performed better on each of 
the four tasks than nonreaders. Significant scores on the four tasks 
would support the assumption that the four identified written language 
areas might be associated with accelerated reading capabilities.
A multivariate analysis of variance on the four written language 
tasks revealed significant differences between the two groups, 
multivariate F(4, 25) » 102.29; £  < .0001. Subsequent univariate 
analyses of variance showed the groups differed significantly on two of 
the four tasks. A summary of the results is found in Table 10.
Invented Spelling Task
Results for the Invented Spelling Task indicated that the main 
effect of accelerated reading ability was significant, £(1, 29) =
73.33, £ < .0001. That is, accelerated readers were capable of 
phonetically spelling more words than nonreaders. A review of overall 
performance indicated that 47Z (n ° 7) of the nonreaders identified no 
sounds in the words while none of the accelerated readers performed at 
this level. Ninety-three percent (n ■ 14) of the accelerated readers 
identified 24 or more (out of 35) sounds as compared to 7% (n ** 1) of
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Table 10
Means and Standard Deviations for Performance Tasks
Variable Group Range Mean S.D.
Invented Spelling Task 
(Maximum Score = 35)
Readers
Nonreaders
15-30
0-30
29.53
6.93
5.82
8.41
Print in the Environment 
Task
Readers
Nonreaders
11-20
1-7
18.67
4.20
2.44
1.42
(Maximum score » 20) -
Concepts About Print Task Readers 3-8 6.40 1.64
(Maximum score = 8) Nonreaders 1-8 5.20 2.24
Story Recall Task Readers 0-7 2.60 2.23
(Maximum score = 7 ) Nonreaders 0-5 2.07 1.33
the nonreaders. T-tests were used to further examine these 
differences (see Table 11). The alpha level of .05 was divided among 
the six variables. Thus each variable was tested at a « .0083.
Results Indicated that accelerated readers Identified significantly 
more initial consonants (t «* 4.25, £ < .0002), final consonants (£ » 
9.47, £ < .0001), long vowels ( t  - 7.19, £ < .0001), short vowels (£ « 
5.71, £ < .0001), and medial vowels (£ ■ 5.33, £ < .0001) than 
nonreaders. It was concluded that accelerated readers in this study 
possessed a greater awareness of letter-sound correspondences and 
performed better than nonreaders when required to spell words 
phonetically.
Print in the Environment Task
Results for the Environmental Print Task indicated that the main 
effect of accelerated reading ability was significant, £(1, 29) * 
393.34, £  < .0001. That is, accelerated readers correctly identified 
more words than nonreaders when shown familiar words from labels in and 
out-of-context. To examine this difference further, _t-tests were used 
to examine each group's ability to identify words presented in- and 
out-of-context. Results (see Table 12) indicated that significant 
differences did not exist between accelerated readers and nonreaders 
when shown underlined words representing the "general" meaning of a 
product in the context of the label (e.g., "soap" on an Ivory soap 
label). However, there was a significant difference (_t * 14.67, £ < 
.0001) in the performance level of the nonreaders when the underlined 
word was still shown in the context of the label but represented a
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Table 11
Summary of Distribution of Sounds In Invented Spelling Task
Variable Type Mean S.L
Initial Consonants Reader 9.87 .52 4.25*
(Maximum score ■ 10) Nonreader 4.73 4.65
Final Consonants Reader 8.00 1.65 9.47*
(Maximum score s 9) Nonreader .93 2.38
Long Vowels Reader 3.60 1.40 7.19*
(Maximum score ■ 4) Nonreader .67 .74
Short Vowels Reader 3.93 2.01 5.71*
(Maximum score ■ 6) Nonreader .40 1.30
Medial Consonants Reader 2.20 1.08 5.33*
(Maximum score ■ 3) Nonreader .33 .82
Consonants Blends Reader 1.80 1.21 2.38
(Maximum score «* 3) Nonreader .47 1.81
Note: n ■ 15
* Significant at p < .001.
Table 12
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Summary of Conditions for the Print la the Environment Task
Variable Type Mean S.D. t
Words In-Context
General Words on Reader 4.67 .90 3.12
Labels: Maximum 
Associated with the 
Meaning of the Object 
(Maximum score ■ 5)
Nonreader 3.47 1.19
Specific Words on Reader ' 4.87 .35 14.67*
Labels: Marginal 
Association with the 
Meaning of the Object 
(Maximum score “ 5)
Words Out-of-Context
Nonreader .73 1.03
Isolated Words from Reader 9.13 1.46 21.82*
Labels: Minimum 
Association with the 
Meaning of the Object 
(Maximum score » 10)
Nonreaders .27 .59
Note: n ■ 15
* Significant at p < .001 level.
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"specific" word marginally associated with the product (e.g., "Jif" on 
a peanut butter label). The performance level of the nonreaders again 
differed significantly (t » 21.82, £ < .0001) when the subjects were 
later shown the same "specific" and "general" words on isolated cards 
in a decontextualized setting. It was concluded that accelerated 
readers in this study outperformed nonreaders when required to identify 
"specific” words in both the environmental context of a label and in 
decontextualized settings.
Concepts About Print Task
Results for the Concepts About Print Task indicated that the main 
effect of accelerated reading ability was not significant, £(1> 29) = 
2.80, £ < .10. That is, accelerated readers did not perform 
significantly better than nonreaders when presented a book and required 
to demonstrate an understanding of eight specific concepts related to 
books. An examination of group performance indicated that 53% (n » 8) 
of the accelerated readers and 27% of (n = 4) of the nonreaders 
demonstrated an understanding of seven or more concepts, while 47% (n = 
7) of the accelerated readers and 33% (£ = 5) of the nonreaders 
demonstrated an understanding of four or less concepts. Based upon 
these results, it was determined that both accelerated readers and 
nonreaders in this study had developed a basic understanding of the 
eight concepts presented. It was concluded that accelerated readers 
and nonreaders in this study possessed similar, yet varying, levels of 
understanding about concepts related to print.
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Story Recall Task
Results for the Story Recall Task Indicated that the main effect 
of accelerated reading ability was not significant, £(1, 29) ■ 0.63,
£ < .43. That Is, accelerated readers did not recall more Idea units 
than nonreaders when read two stories and required to recall seven 
specific idea units from the stories, A review of mean scores 
indicated that both groups recalled a similar number of Idea units in 
the two stories. A closer examination of group scores indicated that 
73% (n = 11) of the accelerated readers and 86% (n » 13) of the 
nonreaders recalled three or less of the seven designated Idea units In 
the two stories. Based upon data gathered, it was concluded that 
accelerated readers and nonreaders possessed similar abilities in 
recalling the seven Idea units in the two stories.
Summary
In summary, results Indicated that accelerated readers and 
nonreaders differed significantly on two of the four tasks Identified 
as important in the development of written language. The two 
significant areas were Invented Spelling and Print in the Environment. 
Performance in the remaining two areas (i.e., Story Recall and Concepts 
About Print) was similar with accelerated readers and nonreaders 
showing varying levels of capabilities.
Question Two; Analyses and Results 
MANOVA (Multivariate Analysis of Variance) was used to test if 
differences existed between mean scores of intellectually superior 
accelerated readers and intellectually superior nonreaders on four
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questionnaire constructs measuring written language experiences, as 
reported by parents, which were provided In the home environment (I.e.,
; Concepts About Print, Print In the Environment, Invented Spelling, and 
Story Recall). The Intent of the analysis was to determine If 
Information provided by parents Indicated differences In experiences 
provided intellectually superior accelerated readers in the four 
identified areas as compared to the experiences reported regarding 
nonreaders. Significant differences would support the assumption that 
certain opportunities in the home environment might be associated with 
accelerated reading abilities.
A multivariate analysis of variance on the four questionnaire 
constructs revealed significant differences between the two groups, 
multivariate £(4, 25) » 7.39, £ < .0004. Subsequent univariate 
analyses of variance showed the groups differed significantly on two of
the four tasks. Although not significant at the .0125 level, 
differences were also noted in a third area. A summary of the results 
is found in Table 13.
Story Recall Questionnaire Construct
Results for the Story Recall Construct indicated that the main 
effect of accelerated reading ability was significant, F(l, 29) =
17.84, £  < .0002). That is, mothers reported that accelerated readers 
were provided a greater number of opportunities in the home environment 
to discuss, recall, and interact with information from stories or story 
related materials than nonreaders.
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Table 13
Means and Standard Deviations for Four Questionnaire Constructs
Variable Group Range Mean S.D.
Invented Spelling Readers 66-115 89.40 15.57
Questionnaire Construct Nonreaders 55-103 86.40 15.36
(Maximum score * 125)
Print In the Environment Readers 121-233 173.67 36.07
Questionnaire Construct Nonreaders 114-200 149.73 24.24
(Maximum score « 245)
Concepts About Print Readers 98-174 147.07 19.10
Questionnaire Construct Nonreaders 96-170 125.20 20.11
(Maximum score ■ 200)
Story Recall Readers 71-114 85.00 11.90
Questionnaire Construct Nonreaders 49-87 67.47 10.80
(Maximum score ■ 120)
Concepts About Print Questionnaire Construct
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Results for the Concepts About Print Construct indicated that the 
main effect of accelerated reading ability was significant, £(1, 29) « 
9.32, £ < .005. That is, mothers reported that accelerated readers had 
been provided more opportunities in the home environment to Interact 
directly with pictures, letters, sounds, words, sentences, and book 
related concepts than nonreaders.
Print in the Environment Questionnaire Construct
Results for the Print in the Environment Construct indicated that 
the main effect of accelerated reading ability was not significant J?(l, 
29) *» 4.55, £ < .04. That is, significant differences were not 
evident, as reported by mothers, in the extent and degree to which 
accelerated readers and nonreaders were provided opportunities to 
interact with words in the context of signs, newspapers, magazines, 
cookbooks, telephones, television, labels, and rooms within their 
homes. It should be noted that although these differences were not 
significant at the .0125 level, the mean score of the accelerated 
readers was higher than the nonreaders (£ < .05) indicating some 
relative differences between the two groups.
Invented Spelling Questionnaire Construct
Results for the Invented Spelling Construct Indicated that the 
main effect of accelerated reading ability was not significant, F(l,
29) ■ .28, £ < .60. That is, mothers reported that both accelerated 
readers and nonreaders were provided a comparable number of 
opportunities in the home environment to scribble, draw, form shapes,
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form letters, copy words, spell words, correct spellings, and write 
messages.
Summary
In summary, mothers reported accelerated readers were provided 
more opportunities to Interact with experiences discussed in two (i.e., 
Story Recall and Concepts About Print) of the four constructs.
Although not significant, a relative difference was noted in a third 
construct (i.e., Print in the Environment) and no difference in the 
fourth construct (i.e., Invented Spelling).
Related Analyses
Rationale
A comparison of the results reported in Research Question One and 
Research Question Two Indicated that significant differences in 
performance on the written language tasks were not directly associated 
with significant differences on corresponding questionnaire constructs • 
(see Table 14). Although mothers reported that accelerated readers 
were provided more opportunities related to story recall and concepts 
about print in the home environment, the accelerated readers did not 
perform significantly better than the nonreaders on the Story Recall 
Task and Concepts About Print Task. In contrast, parents reported no 
significant differences in opportunities provided to the two groups 
related to print in the environment and concepts about print; yet 
accelerated readers performed significantly better than nonreaders on 
the Print in the Environment Task and Invented Spelling Task. To 
better understand other relations that might exist between the four
Table 14
Comparison Between Significance in Research Question One and Research Question Two
Construct Significance Task Significance
Questionnaire Construct: £_< .60 Hot Significant
Invented Spelling
Task: Invented Spelling p < .0001 Significant
Questionnaire Construct: £ <  .06 Not Significant
Print In the Environment
Task: Print In the
Envlroneent
p < .0001 Significant
Questionnaire Construct: £ <  .005 Significant
Concepts About Print
Task: Concepts About
Print
p < .10 Hot Significant
Questionnaire Construct: _p_ < .0002 Significant
Story Recall
Task: Story Recall p < .43 Not Significant
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individual tasks and four individual questionnaire constructs, a 
decision was made to conduct related analyses.
Analysis and Results
Correlational analysis was used to examine relations that existed 
between the four Individual tasks and four Individual questionnaire 
constructs. Results (see Table 15) indicated that only the Print in 
the Environment Task and corresponding questionnaire construct (i.e, 
Print in the Environment Questionnaire Construct) were highly 
correlated (£ » .43, £ < .02). All other corresponding combinations 
resulted in low correlations. An examination of other correlations 
between performance tasks and questionnaire constructs (see Table 16) 
indicated that the Story Recall Questionnaire Construct was 
significantly correlated with: Invented Spelling Task,, £ = .43, £ <
.02; Print in the Environment Task, £ » .65, £ < .0001; and Concepts 
About Print Task, £ =» .38, £ < .04. In addition, the Concepts About 
Print Questionnaire Construct was significantly correlated with: 
Invented Spelling Task, £ * .37, £ < .04 and Print in the Environment 
Task, £ » .51, £ < .004.
Low correlations between tasks and corresponding questionnaire 
constructs helped clarify the lack of association previously observed 
between significant results on the tasks and lack of significant 
results on the questionnaire constructs. At the same time, high 
correlations between the two significant tasks (i.e., Print in the 
Environment Task and Invented Spelling Task) and two significant 
questionnaire constructs (i.e., Story Recall Questionnaire Construct
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Table 15
Pearson Product Correlations for Four Written Language Tasks and 
Four Questionnaire Constructs
Q-CP Q-EP Q-IS Q-SR T-CP T-EP T-IS T-SR
Q-CP 1.00
(.00)
Q-EP .51
(.004)
1.00
(.00)
Q-IS .54
(.002)
.43
(.017)
1.00
(.00)
Q-SR .69
(.0001)
.65
(.0001)
.60
(.0004)
1.00
(.00)
T-CP .09
(.67)
.17
(.36)
-.05
(.78)
.38
(.04)
1.00
(.00)
T-EP .51
(.004)
.43
(.02)
.13
(.49)
.65
(.0001)
.31
(.09)
1.00
(.00)
T-IS .37
(.04)
.22
(.26)
-.09
(.65)
.43
(.02)
.27
(.15) (.0001)
1.00
(.00)
T-SR -.09
(.66)
-.04
(.82)
.21
(.26)
.25
(.17)
.16
(.40)
.13
(.48)
.05
(.80)
1.00
(.00)
Q-CP = Concepts About Print Questionnaire Construct
Q-EP = Print in the Environment Questionnaire Construct
Q-IS ■ Invented Spelling Questionnaire Construct
Q-SR ■ Story Recall Questionnaire Construct
T-CP ■ Concepts About Print Task
T-EP ■ Print in the Environment Task
T-IS ■ Invented Spelling Task
T-SR » Story Recall Task
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Table 16
Summary of High Correlations Between Four Questionnaire Constructs
and Four Performance Tasks
Questionnaire
Constructs
Performance
Tasks
r P
Story Recall 
Questionnaire
(1) Print in the
Environment Task
.65 .0001
Construct (2) Invented Spelling 
Task
.43 .02
(3) Concepts About Print 
Task
.38 .04
Concepts About 
Print
(1) Print in the
Environment Task
.51 .004
Questionnaire
Construct
(2) Invented Spelling 
Task
.37 .04
Print in the 
Environment 
Questionnaire 
Construct
(1) Print in the
Environment Task
.43 .02
Invented Spelling 
Questionnaire 
Construct
Note:   » No high correlations
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and Concepts About Print Questionnaire Construct) indicated that other 
associations existed between tasks and noncorresponding questionnaire 
constructs. Experiences provided in the home environment related to 
story recall and concepts about print appeared to be associated more 
appropriately with the Print in the Environment Task and Invented 
Spelling Task than their corresponding questionnaire constructs.
A canonical correlation analysis was performed to examine further 
relations that might exist between the questionnaire constructs and 
task performance. It was selected due to its ability to predict 
multiple dependent variables from multiple Independent variables (Hair, 
et. al., 1979). Results (see Table 17) revealed only one significant 
canonical function, R * .62, j> < .0017. An examination of items with 
heavy loading (i.e., coefficients above .30) within the predictor and 
criterion sets indicated that performance on the Invented Spelling 
Task, Print in the Environment Task, and Concepts About Print Task was 
related to mothers' responses on the Story Recall Construct, Concepts 
About Print Construct, and Print in the Environment Construct. These
results confirmed findings noted in the correlation matrix.
Summary
It was concluded that although direct associations could not be
made between questionnaire constructs and corresponding tasks, 
relations did exist between noncorresponding tasks and other 
questionnaire constructs.
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Table 17
Results of the Canonical Correlation Analysis Examining Relations 
Between Questionnaire Constructs and Performance Tasks
Variables Canonical Coefficients
Criterion Set (Questionnaire Constructs)
Invented Spelling Construct .1377
Concepts About Print Construct .5581
Print in the Environment Construct .5363
Story Recall Construct .8723
Predictor Set (Performance Tasks)
Invented Spelling Task .7554
Concepts About Print Task .6305
Print in the Environment Task .9321
Story Recall Task .2163
Roots .3859
Canonical r .6212
df 16
Probability .0017
CHAPTER FIVE
SUMMARY, CONCLUSIONS, RECOMMENDATIONS, AND IMPLICATIONS
The purpose of this study was to look beyond the general effect 
that Intelligence and environment have upon the development of reading 
and to investigate differences in how accelerated readers and 
nonreaders performed on written language tasks and differences in 
written language experiences provided in the home environment, as 
reported by parents, associated with the development of accelerated 
reading abilities. Two research questions were examined:
(1) Is there a difference between the performance of 
intellectually superior readers and intellectually 
superior nonreaders on four written language tasks?
(2) Is there a difference in written language experiences
in the home environment, as reported by parents, between 
Intellectually superior readers and intellectually 
superior nonreaders?
Intellectually superior preschoolers were selected for participation in 
the study to balance the effect intelligence and environment might have 
upon the development of reading. The Intent of the first question was 
to determine if intellectually superior readers performed better than 
nonreaders on tasks measuring the four written language areas. 
Significant differences would support the assumption that high 
performance on the four written language tasks might be associated with 
accelerated reading abilities. The intent of the second question was 
to determine if Intellectually superior readers were provided
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experiences in the home environment, as reported by parents, related to 
the four areas that were significantly different from those of 
nonreaders. Significant differences would support the assumption that 
certain opportunities in the home environment might be associated with 
accelerated reading abilities.
A summary of the dissertation research has been provided in this 
section In addition, conclusions, limitations of the study, 
implications, and recommendations are given.
Summary
Sample Composition
A review of descriptive data regarding sample characteristics 
indicated that the examiner had been successful in selecting a sample 
in which the effects of intelligence and environment were minimized.
The range of Intelligence in both groups was similar, with group mean 
scores varying by only 1.47 points. All subjects resided in supportive 
home environments where many opportunities had been provided for the 
children to explore the world around them. Both sets of parents 
possessed similar income levels, educational backgrounds, and 
occupational positions. In addition, few significant differences were 
noted in the frequency at which family members read to children, 
visited the library, engaged in family outings, or purchased 
books/games for the children. One difference noted was the number of 
family members who read to accelerated readers as compared to 
nonreaders. One other significant difference was the number of mothers 
of accelerated readers who used specific kits or programs to teach
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their children to read directly. This result indicated that a
"significant other" might have resided in the home environment who
attempted to teach accelerated readers to read.
Research Question One: Performance on Tasks
Accelerated readers performed significantly better than nonreaders 
on - the Print in the Environment Task and Invented Spelling Task.
These results indicated that accelerated readers possessed a greater 
awareness of letters and sounds in words than nonreaders. Subjects not 
only demonstrated this awareness on the Invented Spelling Task when 
attempting to spell words, but also demonstrated similar capabilities 
on the Print in the Environment Task when required to read specific 
words on labels which were marginally related to the general meaning of 
the product. No significant differences were noted between the two 
group on the two remaining tasks (i.e., Story Recall Task or Concepts 
About Print Task). An examination of mean scores for Individual items 
within each task Indicated that subjects (within each group) 
demonstrated-varying levels of understanding for different items in the 
tasks.
These results supported the assumption that a child's ability to 
read specific words in and out of the environmental context of labels 
and a child's ability to spell words phonetically could be associated 
with accelerated -reading abilities. However, performance in the 
remaining two areas Indicated that the subjects possessed similar 
abilities in recalling idea units in stories and in understanding basic
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concepts related to print; yet one group demonstrated accelerated 
reading abilities and the other did not.
Research Question Two: Questionnaire Constructs
Significant differences were found in the responses of parents on 
the Story Recall Questionnaire Construct and Concepts About Print 
Questionnaire Construct. These results suggested that accelerated 
readers were provided more opportunities in the home environment to 
. discuss, recall, and Interact directly with books or book related 
materials than nonreaders. In addition, they were provided more 
experiences that allowed them to directly interact with pictures, 
letters, sounds, words, sentences, and book related concepts than 
nonreaders.
Although results were not statistically significant, relative 
differences were noted in responses of parents on the Print in the 
Environment Construct. Mothers reported both groups being provided 
opportunities to interact with print in their environment (e.g., signs, 
newspapers, labels, television, cookbooks, magazines); however, the 
degree/frequency was slightly greater for accelerated readers as 
compared to nonreaders. In contrast, few differences were found in 
mothers' reports of opportunities provided for the Invented Spelling 
Construct. A review of individual responses indicated all subjects had 
been provided similar experiences involving scribbling, drawing, 
writing, and spelling.
In summary, these results supported the assumption that 
opportunities provided for children to interact directly with words and
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written materials during story reading episodes can be associated with 
accelerated reading abilities. They also support the assumption that 
opportunities provided to help children develop an understanding of 
pictures, letters, sounds, words, sentences, and book related concepts 
can be associated with accelerated reading abilities. A similar 
association cannot be made between accelerated reading abilities and 
experiences provided for children involving drawing, writing, and 
spelling. The effect of a child's interaction with print in his 
environment is less clear. Although not significant, results did 
indicate that some differences occurred between the two groups.
Related Analyses
Results from Research Question One and Research Question Two were 
examined to determine if significant differences in performance on 
specific tasks (e.g., Invented Spelling .Task) corresponded to 
significant differences in opportunities provided in the home on 
corresponding questionnaire constructs (e.g., Invented Spelling 
Questionnaire Construct). Comparisons indicated that significant 
performance on tasks did not correspond to significant differences in 
responses on corresponding questionnaire constructs. To examine other 
relations that existed between the individual tasks and 
noncorresponding questionnaire constructs, related analyses was 
conducted. Results Indicated that high correlations existed between 
the Story Recall Questionnaire Construct and three different tasks: 
Invented Spelling Task; Print in the Environment Task; and Concepts 
About Print Task. In addition, high correlations existed between the
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Concepts About Print Questionnaire Construct and two tasks: Invented
Spelling Task and Print in the Environment Task. These high 
correlations indicated that the two tasks found to be significant in 
Research Question One were highly correlated with the two questionnaire 
constructs found to be significant in Research Question Two. A 
canonical correlation analysis further confirmed these relations 
indicating that performance on the Invented Spelling Task, Print in the 
Environment Task, and Concepts About Print Task were related to 
mother's responses on the Story Recall Questionnaire Construct,
Concepts About Print Questionnaire Construct, and Print in the 
Environment Questionnaire Construct.
Conclusions
Several important conclusions were generated as a result of this 
research study.
Conclusion One
Parent reports indicated that certain experiences do exist in a 
child's environment that can be associated with accelerated reading 
abilities. Opportunities that allowed children to interact directly 
with specific concepts related to words (e.g., letter names, letter 
sounds, letter-sound correspondences, words, sentences) and allowed 
them to interact directly with words/pictures during story reading 
episodes appeared to be more directly associated with accelerated 
reading abilities than experiences involving print in the environment. 
These results do not suggest that opportunities related to 
environmental print are less important than opportunities related to
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concepts about print or story reading episodes. Instead, they suggest 
that both nonreaders and accelerated readers may have received 
opportunities to interact with environmental print; accelerated readers 
had simply been provided more opportunities to interact with linguistic 
and relational principles than nonreaders. These results support 
findings by Goodman and Goodman (1963) and Mason (1967) which indicate 
that an awareness of print in the environment is the first stage 
children pass through when developing written language abilities. 
Conclusion Two
Opportunities provided children to draw, write, spell, and 
communicate in writing appeared to have little association with 
accelerated reading abilities or performance on tasks which required 
children to spell words phonetically. Parent responses on individual 
questions were similar across both groups indicating that parents 
perceived that accelerated readers and nonreaders had been provided 
similar opportunities to draw pictures, color pictures, trace/copy 
shapes, trace/copy letters, engage in pretend/actual writing 
activities, and communicate in writing with other members of the 
family. In addition, it was reported both groups of children had 
Interacted in similar ways when asking family members to look at, 
spell, read, or correct words spelled by the subjects.
Conclusion Three
The opportunities examined in each questionnaire construct did not 
relate directly to the behaviors being measured on each task. Low 
correlations reported between tasks and corresponding constructs
emphasized this point. Although each task measured the designated area 
and questions in the corresponding construct addressed activities 
parents might provide related to that area, high correlations between 
tasks and other questionnaire constructs indicated that other relations 
existed instead. Results supported the conclusion that opportunities 
addressed in other constructs were associated with performance on 
several of the tasks. As an example, a parent teaching a child 
concepts related to sounds/letters might have had a greater effect upon 
a child's ability to complete the Invented Spelling Task than a parent 
correcting a child when words were misspelled by the child. These 
results suggest that the opportunities included in the four constructs 
should have been grouped in smaller clusters and represented more 
specific categories.
Conclusion Four
The development of accelerated reading abilities did not 
accidently occur among the sample of accelerated readers in this study 
who were capable of engaging in word reading tasks. These results were 
consistent with findings reported by Durkin (1962), Kasdon (1958), 
Plessas and Oakes (1964), and Price (1976). Descriptive data indicated 
that mothers of ten accelerated readers had used a reading kit or 
program to teach their children to read. Descriptions of approaches 
used indicated that mothers had deliberately provided opportunities for 
their children to develop many of the letter/sound/word concepts 
discussed in the Concepts About Print Construct of the questionnaire.
In addition, they had encouraged their children to respond to words on
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pages during story reading episodes and provided many opportunities 
discussed in the Story Recall Construct. Of the remaining accelerated 
readers who had not been taught to read by their mothers, all five had 
been taught to read at four different preschools. A Montessori method 
had been used to teach four of the five children. Three of the parents 
indicated that once their children demonstrated an interest in reading, 
more time was spent in the home reinforcing written language concepts 
. consistent with the Montessori approach.
In contrast, only two mothers of nonreaders used a kit or program 
to teach their children to read. Although the Abeka curriculum was 
used to teach reading in two preschools attended by nonreaders, mothers 
of the two children did not deliberately reinforce the same concepts in 
the home environment. Mothers of nonreaders reported reading to their 
children on a regular basis and emphasized their willingness to address 
questions asked by their children. The majority of the mothers stated 
that they consciously avoided the use of baby talk when communicating 
with the nonreader8 and attempted to expose the children to the meaning 
of many new words.
Conclusion Five
Accelerated readers were more conscious of letters/words in 
environmental print (e.g., labels) than nonreaders. This conclusion 
was consistent with findings reported by Masonheimer, Drum and Ghri 
(1984). The performance of nonreaders was also consistent with results 
from studies conducted by Harste, Woodward, and Burke (1984), Hiebert 
(1978), and Yllsto (1977). When nonreaders were presented words which
represented the general meaning of a product, they knew how to use the 
environment to help them Identify the words. However, when presented 
specific words (in the context of a label) that marginally represented 
the meaning of the product, the accelerated readers, who had already 
been identified as word readers, Identified the words correctly while 
the nonreaders did not. As an example, the majority of the nonreaders 
identified the word "Jif" on a "Jif Peanut Butter" jar as "peanut 
butter", while 100Z of the accelerated readers identified the word as 
"Jif". These results supported the conclusion that accelerated readers 
are more aware of the significance of letters in labels than 
nonreaders.
Conclusion Six
Accelerated readers possessed abilities (not observed among 
nonreaders) that facilitated their ability to spell words phonetically. 
Performance by the groups Indicated that three-fourths of the subjects 
were capable of engaging in Invented spelling activities without having 
been exposed to formal spelling Instruction or, in some cases, formal 
reading instruction. These findings were consistent with data reported 
in studies conducted by Read (1971), Richgels (in press), and Paul 
(1976). It was also found that subjects experienced the least amount 
of difficulty in identifying initial consonant sounds in words. These 
findings were also consistent with data reported by Richgels (in press) 
and Paul (1976). However, one major difference was noted between the 
two groups. A review of responses recorded on the protocols indicated 
that the accelerated readers attacked the spelling of each word by
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orally breaking the word Into separate sound units and selecting 
letters that represented each sound. Through these efforts, short/long 
vowels, final consonants, and blends were Identified. Only one 
nonreader used a similar strategy. The one nonreader had been exposed 
to a formal reading program In the home by a parent. These results 
suggested that more Is Involved In the act of engaging In "invented 
spelling" than relying upon a natural awareness of letters and sounds 
to spell words.
Conclusion Seven
The tasks used in this study did not fully measure the four 
written language areas. Although previous research supported the use 
of the four tasks In the study, each task represented only one small 
aspect of the area examined. As an example, the Print in the 
Environment Task examined a child's ability to read words on labels; 
however, it did not examine several other aspects of print in the 
environment (e.g., a child's ability to "read" traffic signs; a child's 
ability to "dial" a specific number on a telephone). In addition, many 
of the items were eliminated from the Story Recall Task and Concepts 
About Print Task in an effort to utilize a task that was 
p8ychometrlcally reliable. Thus, the final instruments did not reflect 
the full scope of the information being examined in each task. As an 
example, the Concepts About Print Task only measured eight of the 
original 31 items presented. In addition, only two of the original 
seven story parts in the first story (i.e., Direct Consequence and 
Reaction) and second story (i.e., Attempt and Direct Consequence)
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remained In the Story Recall Task once all unreliable Items were 
eliminated. Thus, It appeared that the final Story Recall Task In the 
study measured a limited amount of the total Information that could 
have been recalled.
Limitations of the Present Study
This section discusses six limitations that affect the usefulness 
of the dissertation to other academic researchers and to practitioners.
The first limitation was the size of the sample. Due to the 
limited number of preschoolers capable of demonstrating advanced 
reading abilities (at the criterion level specified), few accelerated 
readers were obtained for participation in the study. Because an equal 
number of nonreaders were also selected, the overall size of the sample 
was small. This, in turn, had an effect upon the statistical results.
The second limitation was the general composition of the sample 
used In the study. Due to efforts made by the examiner to control for 
intelligence and environment, the profile of subjects selected for the 
study (superior intelligence and supportive home environment) did not 
match the profile of a typical preschooler. Although findings reflect 
the relevance of opportunities provided readers and nonreaders under 
optimal learning and home conditions, they may not reflect what Is 
Important under different conditions. For that reason, generalization 
of results beyond populations that resemble the sample examined is 
cautioned.
The third limitation was the use of self-report data from parents 
as opposed to direct observation of parent behavior. Although the
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examiner attempted to avoid problems Inherent In previous studies which 
used long range retrospective techniques, some parents experienced 
difficulty In reporting the degree to which certain events occurred 
even In the previous 6 to 12 month time period. In addition, some 
parents were more conservative than others In their interpretation of 
the category "Often" and "Very Often." Although It would not have been 
possible to observe directly the wide range of different behaviors 
discussed in the questionnaire, observational data would have been more 
consistent across subjects than self report data from parents.
The fourth limitation was the use of performance tasks that 
measured only one small aspect of the many opportunities presented 
within each questionnaire construct. Although some correlations were 
high between tasks and other constructs, results may have revealed 
other correlations had the tasks examined more than one aspect of each 
written language area.
The fifth limitation was the construction of the four 
questionnaire constructs. Results would have differed had items been 
groups in smaller constructs that measured more specific areas.
The sixth limitation was the examiner's definition of an 
accelerated reader. All accelerated readers in this study had 
developed word reading abilities and were capable of reading words in 
sentences. Thus, similar criterion should be used if comparing these 
accelerated readers to other accelerated readers.
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Implications and Recommendations for Future Research
Data from this dissertation generated several directions for 
future research.
First, this study has suggested there are opportunities being 
provided in the home environment of accelerated readers that are 
different from those provided nonreaders. Of special significance are 
experiences that allow children to be exposed to concepts related to 
letters/sounds/words and directly Interact with books during story 
reading episodes. However, the research does not indicate if the 
degree to which these opportunities were provided increased after the 
accelerated reader demonstrated an interest in reading or if the 
opportunities were present prior to the child's development of 
accelerated reading abilities. Although descriptive information 
provided by mothers indicate that accelerated readers might have first 
been exposed to concepts related to letters/sounds/words through the 
use of reading kits or programs at an early age, sufficient data are 
not available from this study to support that conclusion. It is thus 
recommended that additional research be conducted to examine this issue 
further. Rather than examine the degree to which the opportunities 
were provided in the home, data regarding the age at which specific 
opportunities were presented to the child would be more appropriate. A
major obstacle for future research of this type would be the method 
used to collect data. Although a parent diary or observation technique 
would be the most accurate measures, they would be highly infeasible 
due to the inability of an examiner to predict future accelerated
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reading abilities. Development of a self report device for parents 
that provides specific response Intervals might be a possible solution 
for consideration.
Second, this study suggested interrelations existed between 
experiences provided in the home and performance on tasks related to 
other areas. However, the full range of relations could not 
effectively be measured in this study due to the limited amount of 
Information measured by each task and the lack of precision in 
categorizing questions in the questionnaire. It is recommended that 
future studies be conducted which incorporate multiple tasks which 
measure each written language area. This data might provide additional 
correlations not evident in the present study. As an example, a 
measure of performance for the Story Recall area might involve tasks 
measuring: a child's comprehension of a picture in a story being read;
a child's ability to answer specific questions about a story read 
orally; and a child's ability to retell the story using picture parts. 
Correlations between this performance and responses from the 
questionnaire constructs might result in informative data.
Third, this study suggested that children who engage successfully 
in invented spelling tasks may be capable of demonstrating other types 
of abilities not possessed by nonreaders. Although parents suggested 
that accelerated readers were provided more opportunities to develop 
abilities related to sound recognition in words, data was not collected 
directly from the subjects to support this conclusion. It is 
recommended that future research be conducted to determine if formal
150
Instruction provided in a school or home setting directly affected a 
child's ability to deal with letter-sound correspondences. This 
research could easily examine a child's knowledge level about sounds by 
directly administering tasks measuring the areas. In addition, data 
could be collected from teachers and parents regarding specific types 
of phonics instruction provided in the home or school, setting.
Fourth, this study pointed out problems in examining a young 
child's ability to recall information from stories read orally.
Previous research by Beal and Flavell (1983), Markman (1979), and 
Cosgrove and Patterson (1977) indicated that young children sometimes 
experience problems in communicating that they did not understand 
directions, questions, or stories presented orally. Although efforts 
were made in this study to overcome those problems, inconsistent 
performance by the young subjects in recalling idea units indicated 
that additional work is needed in finding an effective means of 
measuring a preschooler's understanding of stories read orally. It is 
recommended that future research examine two aspects of this problem. 
First, an examination should be made of "terminology" commonly used by 
researchers to determine if young children truly understand what is 
expected when told to "retell a story" in their own words or when told 
in other terms to do the same activity. Second, alternative means of 
having young children demonstrate an understanding of a story read 
orally should be examined. Although story recall and response to 
questions are usual means of measuring story recall, there may exist 
alternative methods that are more appropriate for very young children.
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Fifth, this study did not examine the effect of a child's 
preschool environment upon the development of accelerated reading 
abilities. It was reported by mothers that 11 (out of 13) accelerated 
readers who attended preschool were provided reading Instruction In 
their preschool environment. It was not Indicated If this Instruction 
was Initiated before or after the accelerated readers began 
demonstrating reading abilities. It is recommended that future 
research examine Interactions that exist between events In the child's 
home environment and events in the school environment. Again, rather 
than measure the degree to which the preschool provides specific 
opportunities, attention should be directed toward the time frame 
during which these activities are presented, and how these experiences 
coincide with experiences provided by family members in the home 
environment. This information would provide an even clearer view of 
how a child and his environment come together and affect what is 
learned.
The research suggested in this section will not tell us exactly 
how written language abilities develop. It also will not tell us 
exactly what parents and teachers should do to develop accelerated 
reading abilities. However, it will help us better understand issues 
Involving written language development that were raised and left 
unanswered in this study. Addressing such issues will help to explain 
when and why changes take place in a child's written language 
development. It will also help educators and parents better understand 
the relations that may exiBt between experiences provided in the home
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environment, experiences provided In the preschool environment, and 
experiences already accumulated In a young child's memory.
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Appendix A
Concepts About Print Task: 
Validity Check for Stimulus Book
PANEL I: _____
TASK ONE 
Part A
Directions: Examine each of the books specified and circle XES or NO if the book does or does
not meet the criteria indicated.
STRONGEST TYLER TOAD BEING THE DAY
CRITERIA ONE OF AND THE BRAYE JIWY'S BOAALL HUNTER IS
BEST
ATE THE 
WASH
A. AESTHETIC APPEAL YES YES YES YES
1. Would the outward appearance of the 
book be appealing to a 4-year-old? 100Z 22Z 100Z 100Z
2. Would the pages and pictures Inside 
the book attract the Interest of a 
4-year-old?
100Z 89Z 100Z 100Z
B. BOOK TOPIC
1. Would the sublect (topic) of the
book be of Interest to a 4-vear-old? 100Z 89Z 89Z 100Z
2. Would most 4-year-olds possess prior 
knowledge about the sublect (topic) 
in the book?
44Z 78Z 89Z 89Z
C. PRINT WITHIN THE BOOK
1. Would most 4-year-olds be familiar 
with the type of print (e.g.. cursive, 
manuscript, gothic) used In the book?
100Z 100Z 1Q0Z 100Z
D. STRUCTURE OF THE BOOK
1. Can the following parts of the book 
be easily located?
a. Title of the book 100Z 66Z 89Z 100Z
b. Author of the book. 100Z 44Z 89Z 100Z
c. A picture In the book 100Z 100Z 100Z 100Z
d. The beginning of the story 89Z 66Z 100Z 66Z
e. The end of the story 100Z 100Z 100Z 100Z
f. A page In the book 100Z 100Z 100Z 100Z
TOTAL PERCENTAGE OF YES RESPONSES 94Z 78Z 96Z 96Z
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Validity Check for Language/Reading Concepts
Appendix B
Concepts About Print Task:
I’AM EL #: ____
TASK ONE 
Part B
Directions: Please read eaah of the follotting terms and determine if they are words <5r 
aoneepte that should be understood by young children uhen learning to read. 
Circle YES or SO baaed upon your decision.
CRITERIA RESPONSE
A. When first taught to read, is It Important for a young YEg NQ
child to understand what the teacuer is referring to   —
when the following terms are used:
*1. A picture.....................................................
2. A w o r d ........................................................ 100Z OZ
3. The index of a book .........................................  OZ 100Z
*4. The front of a book .......................... '............... 100Z OZ
*5. The first letter in a w o r d ..................................... 100Z OZ
6. Cursive letters................................................ OZ 100Z
7. A paragraph..................................................... 89Z 11Z
*8. The author of a b o o k ............................................ 89Z 11Z
*9. The last line....................................................44Z 56Z
10. A capital letter................................................78Z 22Z
*11. Two words....................................................... 89Z 11Z
*12. The top of a picture............................................89Z 11Z
13. Manuscript letters..............................................78Z 22Z
*14. The bottom of s picture.......................................... 89Z 11Z
*15. The title of a book.............................................. 56Z 44Z
*16. The last letter in a word ..................................... 100Z OZ
*17. The end of a s t o r y ............................................. 100Z OZ
18. The illustrator of a book......................................  OZ 100Z
*19. The bottom of a page . . . . . . . . . . . . . . . . . . . . . . .  89Z 11Z
*20. One letter .......  100Z OZ
*21. The beginning of a s t o r y ....................................... 100Z OZ
22. The copyright date . . . .  I ..................................  OZ 100Z
*23. The top of a page...............................................100Z 0*
*24. A page in a b o o k ...............................................100Z OZ
*25. Two letters.................................................... 100Z OZ
* Stimulus Items
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Appendix B (Cont'd)
Concepts about Print Task: 
Validity Check for Language/Reading Concepts
CRITERIA RESPONSE
A. (CONT'D)
When flrat taught to read, la It Important for a young TES NO
child to underatand what the teacher 18 referring to 
when the following terma are uaed:
*26. One word.......................................................1002 02
27. The book publlaher ...................................  02 1002
*28. The flrat line...................................................092 112
29. A lower Ca8e letter............................................ 892 112
*30. The aecond l i n e ..............................................  892 112
*31. Where to start reading on a page................................1002 02
32. The preface...........................................  02 1002
33. Two w o r d a ...................................................  892 112
*34. A aentence  .................................................  892 112
*35. Where to atop reading on a p a g e ...............................  892 112
B. When flrat learning to read, should a young child be able to
demonstrate an understanding of the following concepts:
1. Top to bottom progression.........   1002 02
*2. Left to right progression......................................  1002 02
*3. Page to page progression......................................  1002 02
4. Left page before right page.................'.................. 1002 02
*5. Line to line progression    1002 02
*6. Bottom of page to top of next page progression  1002 02
C. When first learning to read, should a young child be able to 
name and have an understanding of the meaning of the following 
punctuation marks:
*1. Period.......................................................  872 332
2. Exclamation m a r k ..............................................  332 672
3. Colon.........................................................  02 1002
*4. Question mark  442 562
*5. C o m a .........       222 792
*6. Quotation m a r k   332 672
7. Semi-colon.................................................... 02 1002
8. D a s h   02 1002
* Stimulus Items
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DirectIona:
. SECTION 
(Book)
(Page 1)
(Page 2) 
(Page 3)
(Chare)
(Chare)
Appendix C
Concepts About Print Task
I have a book with me that ie like the books your mother 
reads to you at home. We are not going to read the book 
but I an going to have you show me eome things in my book.
Are you ready?
INSTRUCTIONS RESPONSE
Show me the front of the book. _____________
Show me a page. _____________
She me the top of the page. _____________
Show me the bottom of the page. _____________
Show me a picture. _____________
Show me the end of the etoru. _____________
Where do I begin reading the story? _____________
Which way do I go when I read the _____________
the story?
Where do I go after that? _____________
Where do I go next? ._____________
Where do I start reading on this gaga? _____________;
Where do I stop reading on this page? _____________
Show me the top of a piature.
Show me the bottom of a piature. _____________
Where do I read after I finish reading
this line? -------------
Show me the title of the book. _____________
Show me the author of the book. _____________
Sow, I want you to look at something that I have that is fust like 
our book only it is bigger. SeeI
Use your finger, show me one letter. _______ _
Show me two letters. _____________
Show me one word. _____________
Show me two words. _____________
Show me the first letter in this word. _____________
Show me the last letter in this word. _____________
Show me a sentence. _____________
Look at this. It looks just like this page.
Show me the first line. _____________
Show me the tost lineT _____________
Show me the second tine. _____________
What ie this? 77)______________________ _____________
What is this? (?)______________________ _____________
What is this? (")______________________ _____________
What is this? (,)______________________ _____________
TOTAL * SCORE: /17
* _ 2 5 .  
 26.
* 27. 
4  28.
 20.
 30.
31.
4 _  JS.
* __ 19.
 20.
 21.
*  22.
* ___23.
4 — 24.
  1.
—  2.
  3.
_  4. 
S.
*   6.
4 _  2. 
__ 2.
  0.
_
 11.
_  12.
 13.
 14.
_  IS.
- 16' 
_  If.
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Appendix D
Concepts About Print Task: 
Scoring Criterion
Concept Criterion
1. First letter In a word
2. Top of a picture
3. Bottom of a picture
A. Last letter in a word
5. Beginning of the story
6. End of the story
7. One letter
8. Two letters
9. First line
Point to the first letter In the 
word -shown by the examiner 
(^reat),
Point to the top of the picture on 
page 2.
Point to the bottom of the picture 
on page 2.
Point to the last letter in the 
word shown by the examiner (great)*
Locate the last page of the book 
containing writing about the story. 
The child does not have to point tc 
the last word on the page. The 
title page or front of the book is 
not correct.
Locate the last page of the book 
containing writing about the story. 
The child does not have to point to 
the last word on the page. The 
back of the book is not correct.
Point to any letter on the chart.
Point to any two letters on the 
chart.
Point to the first line on the 
chart.
10. Second line Point to the second line on the 
chart.
Appendix D (Cont'd)
Concepts About Print Task: 
Scoring Criterion
Concept Criterion
11. Where to start reading 
on a page
Point to the first word on the 
page.
12. Where to stop reading 
on a page
Point to the last word on the page.
13. A sentence Move finger from the beginning of 
the sentence to the punctuation 
mark at the end.
14. A period Say it is a period. Credit is not 
awarded if it is called a "dot."
15. Page by page progression Turn to the next page in the book.
16. Line by line progression Point to the beginning of the next 
line. Credit is not awarded if the 
child points to the end of the next 
line, moves in a right to left 
progression, points to the 
beginning of the next line, or 
moves in a right to left 
progression.
17. Bottom of page to top 
of page progression
Point to the first word at the top 
of the next page.
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Appendix E
Print In the Environment Task: 
Validity Check for Labels
PANEL 0:
TASK FOUR
Directions: Please examine the cards on the table and eort the labels on eaah card into
two separate piles. Pile One should contain labels that meet both of the 
following requirements.
1. The label represente a produot that can be easily 
recognised by a 4-year-old.
2. The words on the labels can be olearlti seen.
Pile Two should contain labels that do_ not meet both of the above requirements.
Onoe the labels have been sorted into the two piles, turn the sards over 
and record on this sheet the numbers found on the books of all labels placed 
in Pile One and the mmbers for all labels placed in Pile Two.
PILE ONE:
LABELS THAT MET BOTH REQUIREMENTS
PILE TWO:
' LABELS THAT DID NOT MEET REQUIREMENTS
Record numbers on the back of cards in Record numbers on the back of cards in
Pile One: Pile Two:
Agreement Among Label Agreement AmongPanel Members Panel Members
Jif Peanut Butter 100Z Bordon Condensed Milk 100Z
Rite Crackers 100Z Taco Seasoning Mix 89Z
Green Beans 100Z Ronco Spaghetti 89Z
Kraft Cheese 89Z American Express Card 89Z
Caapbell's Soup 89Z Hormet Chunk Chicken 89Z
Ivory Soap 89Z Glad Wrap 89Z
Care Bear Sticker Book 89Z Raid Flea Killer S6Z
Purina Dog Food 78Z Salad Dressing 67Z
Green Eggs and Ham Book 67Z
Jell-o Chocolate Pudding 67Z
Crest Toothpaste 67Z
Duncan Hines Cake Mix S6Z
Nilla Wafers 56Z
Appendix F 
Print In the Environment Task
Directions; Do you ever help your mother find things uhen ehe goee to 
the grocery store7 Well, I have some things that I like 
to buy uhen I go to the grocery store and I am going to 
see if you can read some words and tell me what they are. 
I want you to look at some words that I have underlined 
with a black pen and I want you to read the words to me.
Let's try one together. Look at this word. (Show cheese) 
It has a black line under the word. This word ie cheese. 
What ie this word? That's right, the word is cheese.
Wow look at this word. (Show Kraft) It has a black line 
under the word. This word is Kraft. What is this word? 
That's right, the turd ie Kraft.
Part A: Words In-Context
EXACT RECALL
*1. Jif
2. Soup
3. Green Beans
*4. Jell-o
*5. Dog
6. Crackers
7. Toothpaste
8. Soap
*9. — Green Eggs and Ham
*10. Bear
CONTEXTUAL RECALL OTHER
Peanut Buctar _________
Campbell's _________
Beans/String Beans _________
Pudding/Chocolate _________
Dog food/Purina _________
Ritx/cookles _________
Crest/Ala _________
Ivory________________________
Book/Dr. Seuss _________
Care Bear/Plssa
SUBSCORE: General  /5
♦Specific /5
Contextual • ____
Exact Recall /10
Part B; Words Out-of-Context (In Isolation)
I want you to read these words to me.
1. Jif D.K.
2. Soup O.K.
3. Do r D.K.
4. Jell-o D.K.
5. Green Beans D.K.
6. Bear D.K.
7. Toothpaste D.K.
8. Crackers D.K.
9. Green Eggs and Ham D.K.
10. Toothpaste D.K.
SUBSCORE: Exact Reading n o
GRAND TOTAL: /20
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Appendix G
Invented Spelling Task; 
Validity Check for Selected V/ords
PANEL Is ____
TASK TWO
Directions: Heal each o f  the fo llo u in g  m o le .m./ do terns'no i f  they meet ea.'h o f  the
fo llo u in ij c r i te r ia :
1. The ami .vm be easily ivpreeented by a piature.
2. A i-year-old ecu Id easily identify the uord if 
shoun a piotus'e (uithosst assistance fi'om an adult).
3. Tho uord contain* tun to five of the follouing 
sound combinations: initial consonants, final con- 
sonants, medial consonants, initial blends. tinaT~ 
bLanas, short vouals and long vouels.
Circle YES or NO based upon your decision.
Uord
Can It be 
represented by 
a picture?
Could a 
four-year-old 
letted lately Identify
Does It contain 
2-5 of tha 
specified sounds?
Heats All 
Three 
Criterion
tha picture?
YES NO YES NO YES NO
1. PIE 100Z OZ 100Z OZ 100Z OZ 1001
2. FEET 1001 OZ 100Z OZ 100Z OZ 100Z
3. FEATURE 111 89Z OZ 100Z 89Z 11Z OZ
4. VASE 100Z OZ 33Z 66Z 100Z OZ OZ
5. PLOW 1001 OZ 11Z 89Z 66Z 33Z OZ
6. BIRD 1001 OZ 100Z OZ 1001 OZ 100Z
7. SOCK 1001 OZ 100Z - OZ 100Z OZ 100Z
8. HAS OZ 100Z OZ 100Z 100Z OZ OZ
9. THANKSGIVING 44Z S6Z 22Z 78Z 66Z 33Z 22Z
10. NEST 100Z OZ 89Z 11Z 100Z OZ 89Z
11. FIRST 66Z 33Z 11Z 89Z 100Z OZ 11Z
12. WAGON 100Z OZ 100Z OZ 100Z OZ 100Z
13. NOSE 100Z OZ 89Z 11Z 100Z OZ 89Z
14. BRIDGE 100Z OZ 78Z 22Z 100Z OZ 78Z
IS. LIFE OZ 100Z OZ 100Z 100Z OZ OZ
16. TABLE 100Z OZ 100Z OZ 1001 OZ 100Z
17. REFRIGERATOR 100Z OZ 78Z 22Z 66Z 33Z 44Z
18. BONE 100Z OZ 78Z 22Z 100Z OZ 78Z
19. DRUM 100Z OZ 100Z OZ 1001 OZ 100Z
20. MAPLE HZ 89Z OZ 100Z 100Z OZ OZ
DirectIona:
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Appendix H
Invented Spelling Task
Have you ever tried to write or epell worde for your mother 
or father? Veil, today I am going to have you epell eome 
worde for me. I am going to ehow you eome pieturee and then 
I want you to epell eome worde for me, the way you would 
epell them.
However, before we etart, I want you to firet uee theee let­
ter e and epell your name right here on thie boo'd.
NAME:  ________________________________
Now, look at thie piature. What ie it? That'e right. 
Now epell it.
1.
WORD
HOSE
RESPONSE SOUNDS 
I L F
2. FEET I L F
3. TABLE I L M F
4. PIE I L
S. BIRD I M •F
6. NEST I S F BL
7. BRIDGE I S F BL
S. SOCK I S F
9. DRUM . I- S F BL
10. WAGON I . S M F (S)
SUBSCORE: Initial Consonant* 
Long Vowel*
Short Vowels
/10
li
Medial Consonants 
Final Consonants 
Blends
7.3
79
73
TOTAL
Appendix 1
Invented Spelling Task: Scoring Criterion
Word Criterion Points
1. NOSE N 0 S 3
ow
m /l/ I I I
2. FEET F E T 3
I
m /l/ /I/
3. TABLE T A B L 4
E
71/ /l/ /1/ I I I
4. PIE P I 2
E
Y
/l/ /I/
5. BIRD B R D 3
/l/ I I I I I I
6. NEST N E S T 4
A
/l/ I I I I I I I I I
7. BRIDGE B R I G 4
E J
i n I I I /l/ I I I
8. SOCK s 0 K 3
c I C
/l/ I I I I I I
9. DRUM D R U H 4
J I
G
/l/ n t /1/ I I I
10. WAGON U A G 0 N 5
Y I A
E
I
U
H I /!/ I I I /I/ /1/
TOTAL 35
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Appendix J
Story Recall Task: 
Validity Check for Story Parts In Selected Stories
panel #: _____
TASK THREE 
Part C
t
Directions: Read each of the following sentences and determine whiah part of the sentence 
addresses the:
A. CHARACTER: Identifies the oharaater(s).
B. SOCIAL/ENVIRONMENTAL SETTING: Identifies the sooial context or
environment in whiah the story occurs.
C. INITIATING EVENT: Describes an event that creates a problem or
causes an eventual response in the characters.
D. GOAL: Formulation of a plan to resolve the problem or bring about
a epeoifio response
E. ATTEMPT: Attempt(s) made by the oharaoter(s) to attain the goal
or resolve the problem.
P. DIRECT CONSEQUENCE: A consequence that ie generated due to the 
attempts made by the charaater(s) to reach the goal.
G. REACTION: Expresses how tha character felt about attaining the goal.
Use a elaeh (e.g., /) mark to separate the various parte of the story and 
place the appropriate letter (A-G) above each divided eeotion to identify 
the appropriate story part.
STORY ONE:
A - 100* B - 100*
Bridget /was playing tag at Bryan's party. /  She fell down and cut her leg.
E - 78*D - 78*
She did not want to go home so she jumped up. /Bridget said, "I'm okay.
100*
Bryan ran up to Bridget and tagged her. /  Bridget was happy he didn't see
her cut.
Note: Z ■ Agreement among panel members regarding story parts in the story.
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Appendix J (Cont'd)
Story Recall Task; 
Validity Check for Story Parts in Selected Stories
PANEL H:
TASK THREE (CONT'D)
Part C (Cont'd)
SENTENCE PARTS:
A. CHARACTER: Identifies the aharaater(e).
B. SOCIAL/ENVIRONMENTAL SETTING: Identifies the soaial contest or
environment in whiah the story occurs.
C. INITIATING EVENT: Describes an event that creates a problem or
causes an eventual response in the characters.
D. GOAL: Formulation of a plan to resolve the problem or bring about
a specific response
E. ATTEMPT: Attempt(s) made by the aharaoter(e) to attain the goal
or resolve the problem.
F. DIRECT CONSEQUENCE: A consequence that is generated due to the
attempts made by the oharaater(e) to reach the goal.
G. REACTION: Expresses how the aharaoter felt about attaining the goal.
STORY TWO:
A - 100X B - 100X
One day when Bill /visited the reptile house at the zoo,/he took a rubber
C - 78X
snake with him. He took the snake out of his pocket secretly so that no
D - 100X
one could see. He thought It would be fun to play a joke on the other
E - 100X 100X
people./He shouted, "LookI A snake got looseI A lady screamed. Two little
G - 100X
boya started crying./Bill felt ashamed. He wished he had thought of a funnier joke.
Note: X “ Agreement among panel members regarding story parts in the story
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Story Recall Task: 
Validity Check for Idea Units
PANEL (f: _____
TASK THREE 
Parc A
DirectIona: Bead eaah of the following sentences and place a elaeh (/) mark between 
words or series of words that separate the individual idea units within 
the sentence.
For example, the sentence: The little girl was sad when she broke her
mother's vase.
Could be separated in the following way:
The little girl / was sad / when she broke / her mother's vase.
Story Ona:
100X 100% 100Z
Bridget/was playing tag/ at Bryan'a party./
78% 100X
She fell down / and cut her leg. /
, . . 100X 100Z
She did not want to go hoaa/ao ahe Juaped up./
Bridget said, / "I'm okay."/
56Z 100Z 100Z
Bryan/ran up to Bridget/and tagged her./
100Z . 100Z
Bridget was happy/that he didn't sea her cut./
Story Two:
67Z S6Z 89Z 100Z
One day/when Bill/ visited the reptile house/ at the zoo,/be cook a rubber
100Z
snake with him. /
S6Z 78Z 89Z 100Z
He cook Che snake/ out of his pocket/ secretly/ so that no one could see./
78Z 67Z 100Z
Ha thought it would be fun/ to play a Joke/ on the other people./
78X 100Z
He shouced,/ "LookI A snake got looael"/
100X
A lady acreaaad./
89Z 100Z
Two little boys/ started crying./
100%
Bill felt ashamed/
67Z 100X
He wished/ he had thought of a funnier joke./
Noce: Z “ Agreement aaong panel members regarding aaparate Idea unita.
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Story Recall Task: 
Validity Check on Content of Questions
PANEL f:
TASK THREE 
Part B
Directions: Read each of the following questions and determine if they meet all 
the following criterion:
7. The passage muet be read to answer the question.
2. The wording in the question can be easilu understood 
by a 4-year-old.
S. The question can be answered by information direotlu 
stated or inferred in the passage.
If the question meets all three of the requirements, circle Ses. If the 
question does not meet all three requirements, circle Ro.
Story On*:
Bridget'a Secret
Bridget was playing tag at Bryan's party. She fell down and cut her 
leg. She did not want to go hone so she Jumped up. Bridget said, 
"I'b okay." Bryan ran up to Bridget and tagged her. Bridget was 
happy that he didn't see her cut.
DOES THE QUESTION MEET ALL 
THREE REQUIREMENTS?
1. What were the names of the two children In the 
story?
YES
1001
NO
OX
2. How many children attended the party? 11Z 89X
3. What was Bridget doing? 100Z OX
4. What happened to Bridget? 89X 11Z
5. Where did Bridget cut her leg? 22Z 78X
6. Why did Bridget not want to go hone? 22Z 78X
7. Why did she jump up and say "I'm okay?" 89X 11Z
8. Why did Bryan tag Bridget? 33X 67X
9. How old was Bryan? OX 100X
10. Why was she happy at the end of the story? 100Z OX
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Story Recall Task: 
Validity Check on Content of Questions
TASK THREE (CONT'D)
Part B (Cont'd)
Criterion: 1. The passage must be read to answer the questions.
2. The wording in the question can be easilu understood 
by a 4-year-old.
3. The question can be answered by information direatlu 
stated or inferred in the passage.
Story Two:
Bill'a Joke
One day when BUI visited the reptile house -at the too, he took a 
rubber snake with hla. He took the snake out o£ his pocket 
secretly so that no one could see. He thought It would be fun to 
play a Joke on the other people. He shouted, "LookI A snake got 
looseI" A lady scresaed. Two little boys started crying. Bill 
felt ashaaed. He wished he had thought of a funnier joke.
0PESTI0H DOES THE QPESTION MEET ALL
THREE REQUIREMENTS?
TBS NO
1. What waa the naae of the boy In the story?
100Z OZ
2. Where did BUI go? 89Z 11Z
3. Who took BUI to the zoo? H Z 89Z
4. What kinds of anlaals did Bill see at the zoo? 44Z 56Z
5. What did he do when he got to the zoo? 67Z 33Z
6. How long was the snake? OZ 100Z
7. Why did he shout, "Look! A snake got loose?" 89Z H Z
8. Why did the lady screaa and the boys cry? 89Z 11Z
9. Why did BUI feel ashaaed? 89Z 11Z
10. Who went up to the snake? 67Z 33Z
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Story Recall Task
Directions:
*
Do you like to have your mother or your father read you 
etoriee at night. Veil, I'm going to read you a etory 
and I uant you to lieten very carefully ae I read the 
etory. Vhen I'm finiehed. I'm going to have you tell 
me the etory in your oun words. Are you ready to listen 
carefully to my etory?
Story It
My first etory ie about a little girl named Bridget and 
a eeoret that ehe hoe. The name of the etory ie 
"Bridget 'e Secret."
(Reed story.)
Boa, in your oun worde, you tell me the etoryt (If no 
response: What happened in that etory? I uant you to
tell me about that etory.)
Recording of Recall:
Credit Verbatim Recall
  1. Bridget
  2. was playing tag.
  3. at Bryan's party.
  4. She fell down
  S. and cut her leg.
  6. She did not want to go hone
  7. so aha Jumped up.
  8. Bridget said,
  9. "I'» okay."
 10. Bryan
 11. ran up to Bridget
 12. and tagged her.
 13. Bridget was happy
14. that he didn't see her cut. TOTAL RECALLED:
* No credit for Item.
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Story 2: 
Directions: Sow I am going to read you another etory and I want you 
to do the same thing with thie etory. Piret, I want you 
to lieten to the etory, and then I want you to tell me 
the etory in your own words. Do you understand?
Thie etory ie about a joke that a little boy named Bill 
played on eome people. Lieten!t
(Read Story)
In your own worde, you tell me the etory. (It no response:
I want you to tell me_ what happened in the etory.)
Recording of Recall:
Credit Verbatim Recall
  1. One day
  2. when Bill
  3. visited the reptile house
  4. at the zoo,
  S. ha cook a rubber snake with him.
  6. He took the snake
  7. out of his pocket
  8. secretly
  9. so that no one could see.
  10. He thought it would be fun
  11. to play a Joke
  12. on the other people.
  13. Ha shouted,
  14. "Look! A snake got loose."
  15. A lady screamed.
  16. Two little boys
  17. started crying.
  18. Bill felt ashamed.
  19. He wished
  20. he had thought of a funnier joke. TOTAL RECALLED
* No credit for item.
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Story Recall Instrument: 
Scoring Criterion
Criterion
To received credit for each idea unit, the subject must:
1. Demonstrate an understanding of the general 
concept of each unit.
2. Recall some portion of the idea unit.
Note: It is not necessary for a child to recall the
information verbatim. A child may substitute 
words providing the words contain the same general 
meaning as the words in the story.
Sample Correction of Responses:
Award Idea Unit
Credit'
Yes _ was playing tag.
Yes ” " "
No ............
Child's Response
"She was playing."
"They were tagging."
"She was playing baseball."
Yes at Bryants party. "at the party."
Yes " " " "at Bryan's."
No " " " "at her party."
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Preschool Parent Questionnaire
Preschool Parent Questionnaire
INTRODUCTION
The questions I will ask you have been developed to collect Information about 
various types of experiences that may or may not be Important to the development 
of language and reading skills among young children. In that It Is an 
exploratory study, there are no right or wrong answers on the questionnaire. For 
that reason It Is very Important that you answer each question as It relates 
specifically to you, your family, and your child. Do you have any questions?
PART ONE: DESCRIPTIVE DATA
Directions: In this first section I will ask you a set of questions and want
you to answer with a specific number. For example. If I were to 
ask you "How many televisions do you have?", you might 
answer two. Do you have any questions?
1. On the average, bow many times a week does someone Number of times
In your family read to your child? a week: ____
2. On the average, how many minutes does each Number of
reading episode with your child last? minutes: ____
3. Vhlch of the following family members read to your 
child on a weekly basis (Check the appropriate 
family members)?
a. __ Mother
b.   Father
c. __ Brother(s) (How many: ____ )
d. __ Slster(s) (How many:  )
e. __ Grandmother(s) (How many: ____ )
f. __ Grandfather(s) (How many: ____ )
g. __ Other (Please list the family relationship)
4. On the average, many different books (e.g., store 
bought books, library books, etc.) ace read to your 
child by you or members of your family each month Number of
(this does not Include the rereading of books)? books: _
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5. In a typical three month time period, 
how many trips do you or membera of
your family make to a library to check out Number of
books for your child? trips:
6. Approximately how many books are checked out Number of
for your child on each trip to a library? books:
7. During the last year, how many times have you or 
members of your family taken your child to:
a. Museum Number of Times:
b. Play Number of Times:
c. Movie Number of Times:
d. Zoo Number of Times:
e. Musical event Number of Times:
f. An amusement park Number of Times:
8- A circus Number of Times:
8. On the average, how many hours per day does Hours per
your child watch television day: _____
9. On a weekly basis, how many hours does your Hours per
child use a computer In your home? week: _____
10. In a typical month, approximately how
many of the following Items do you or members 
of your family purchase for your child:
a. Comic Books
b. Books from local stores
c. Workbooks
d. Children's msgatlnes
Row many: 
How many: 
How many: 
How many:
11. In a typical year, approximately how
many of the following Items are purchased for 
your child by you or members of your family:
a. Read-along-books with records/tapes
b. Board games (e.g., Candy Land)
c. Card games
How many:
   ___ ,   How many:
 How many:
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12. Have you uaed any type of kit, reading program, or particular 
method to teach your child to read?
  YES __ NO
If YES, what:
PART TWO: QUANTITATIVE DATA
RATED RESPONSES
Directions: For the next section I want you to use this rstlng scale (GIVE
RATING SCALE CARD TO MOTHER). There are five responses that you 
■ay choose froa when answering each question. It Is Important 
that you use this and this scale only when you answer each 
of the following questions. Again, It Is Important that you 
respond to these items In a manner that accurately reflects 
behaviors that you, your child and your family exhibits.
2
BEHAVIOR
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Questionnaire Construct: Print In The Environment
1. On a weekly basis, how often do you read each 
of the following types of materials:
a. Magaslnes
b. Newspapers
c. Novels
d. Cookbooks
e. Textbooks
f. Professional Journals
g. Bible
1 2 3 
1 2  3 
1 2 3 
1 2  3 
1 2  3 
1 2  3 
1 2  3
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2. On a weekly basis, how often doea your husband 
read each of the following types of materials:
(Note: If separated or divorced, check “Not
Applicable" and move on to question three.)
  Not Applicable
a. Nagazlnea 1 2  3
b. Newspapers 1 2  3
c. Novels 1 2  3
d. Cookbooks 1 2  3
e. Textbooks 1 2  3
f. Professional Journals 1 2  3
g. Bible 1 2  3 4 5
While In the car driving around the city, to 
what extent have you or members of your family 
read words to your child that appeared on:
a. Traffic signs 1 2  3 4 5
b. Store signs 1 2  3 4 5
c. Billboards 1 2  3 4 5
d. Restaurant signs 1 2  3 4 5
e. Tractor trailer trucks (side
penela) 1 2  3 4 5
4. While In the car driving around In the city, to 
what extent have you or membars of your family 
played games with your child which 
required him/her to:
a. Read alngle letters on atore/restaurant
traffic signs 1 2  3 4 5
b. Read words on store/restaurant 1 2  3 4 5
c. Read worda on traffic signs 1 2  3 4 5
d. State the meaning of traffic 1 2 3 4 5
signs
e. Read letters/words on billboards 1 2  3 4 5
f. Read letters/ words on the side panels
of tractor trailer trucks 1 2  3 4 5
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5. During lengthy car trips outside the
city, to what extent have you or members 
of your family read words to your child 
that appeared on:
a. Traffic slgna 1 2  3 4 5
b. Store algns 1 2  3 4 5
c. Billboards 1 2  3 4 5
d. Restaurant algns 1 2  3 4 5
e. Tractor trailer trucks (side
panels) 1 2  3 4 5
6. During lengthy car trips outside the
city, to wnatextent have you or aenbers 
of your family played games with your 
child which required him/her to:
a. Read single letters on store/ 1 2 3 4 5
restaurant signs
b. Resd words On store/ 1 2 3 4 5
restaurant signs
c. Read words on traffic signs 1 2 3 4 5
d. State the meaning of traffic 1 2 3 4 5
signs
e. Read letters/words on billboards 1 2 3 4 5
f. Read letters/words on the side panels
of trsctor trailer trucks 1 2 3 4 5
7. On a weekly basis, bow often does your child 
look at pictures, cartoons, or print found In 
written materials (e.g., books, aagsslnes, 
cookbooks, newspspers, etc.) avellable 
In your:
a. ' Kitchen 1 2  3 4
b. Family Room 1 2  3 4
c. Tour bedroom 1 2  3 4
d. Your child's bedroom 1 2  3 4
e. Your bathroom 1 2  3 4
f. Your child's bathroom 1 2  3 4
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8. On a weekly basis, how often does your child 
look at:
a. Funnies in the newspaper 1 2  3 4 5
b. Conic books 1 2  3 4 5
c. Toy ads 1 2  3 4 5
d. Movie section of the paper 1 2  3 4 5
e. Listing of television shows 1 2  3 4 5
f. Story books 1 2  3 4 5
g. Adult nagaslnes 1 2  3 4 5
h. Children's ganes and activities in
the newspaper (e.g., Bubble Gun Rapper) 1 2  3 4 5
9. On a weekly basis, how often does your child:
a. Open your occupant nail 1 2  3 4 5
b. Pretend to read your occupant nail 1 2  3 4 5
c. Correctly guess the purpose of your occupant 1 2  3 4 5
nail
10. On a weekly basis, how often does your child 
watch the following types of television shows:
a. Cartoons 1 2  3 4 5
b. Children's, educational shows
(e.g., Sesane Street) 1 2 3 4 5
c. Adult educational shows
(e.g., Jacque Coateau) 1 2  3 4 5
d. Situation coaedles (e.g., Bill Cosby) 1 2  3 4 5
e. Case Shows (e.g., Price Is Right) 1 2  3 4 5
f. Daytine Soap Operas 1 2  3 4 5
g. Movies 1 2  3 4 5
b. News 1 2 3 4 5
1. Sporting Events 1 2  3 4 5
11. Uhlle watching television with your child, 
to what extent have you or other eenbers 
of your faally:
a. Pointed out and read words on the screen
during conaerclals 1 2  3 4 5
b. Pointed out and read words on the screen during
educational shows (e.g., Sesane Street) 1 2  3 4 5
c. Ta)kcd to your child about the content of the
show once it was over 1 2  3 4 5
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12. While watching television with your child, to 
what extent has your child:
a. Pointed to words during commercials and
asked you to reed the words 1 2  3 4 5
b. Pointed to words during educational
shows (e.g., Sesase Street) and asked you to
reed the words ' 1 2 3 4 5
c. Asked you questions about the content of
a show that you watched together 1 2 3 4 5
13. On a weekly basis, how often does your child 
Identify words found on:
a. Cereal boxes 1 2  3 4 5
b. Cans (e.g.. Soup cans) 1 2 3 4 5
c. Candy Wrappera 1 2  3 4 5
d. Breakfast foods (e.g., Fruit Bars) 1 2  3 4 5
e. Health care products (e.g., soap) 1 2  3 4 5
f. Dessert nixes (e.g., Jell-o) 1 2  3 4 5
14. On a weekly basis, how often does your child:
a. Heasure Ingredients for you when cooking 1 2  3 4 5
b. Read Ingredients on a recipe or In a
cookbook 1 2  3 4 5
c. Read Measurements on a recipe or In a
cookbook 1 2  3 4 5
d. Locate Ingredients In the cupboard
or refrigerator 1 2  3 4 5
a. Dial telephone nunbers 1 2  3 4 5
f. Find telephone nunbers In the telephone
book 1 2 3 4 5
g. Find telephone nunbers In personal
address/telephone books 1 2  3 4 5
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IS. To what extant has your child had acceaa to the 
following materials:
a. Plaatlc alphabet letters 1 2  3 4
b. Alphabet blocks 1 2  3 4
c. Blackboard and chalk/marker 1 2  3 4
d. Alphabet aong (record/tape) 1 2  3 4
e. Alphabet dictionary 1 2  3 4
f. Alphabet atorles/booka 1 2  3 4
g. Typewriter 1 2  3 4
h. Speak and Spell 1 2  3 4
16. To what extant have you or neebera of your family:
a. Selected your child's books at the library 1 2 3 4 5
b. Suggested books that your child should 1 2  3 4 5
check out at the library
17. To what extent has your child:
a. Selected his/her own books at the library 1 2  3 4 5
b. Consistently selected one specific topic. 1 2 3 4 5
(e.g., Dinosaurs) at the library
c. Aaked to check out books that had been 1 2  3 4 5
previously been checked out
Questionnaire Construct: Concepts About Print
1. To what extant have you or aembers of your 
faally helped your child learn to:
5 
5 
5 
5 
5 
5
a. Recite letters of the alphabet 1 2  3 4
b. Identify the naaes of capital letters 1 2  3 4
c. Identify the naaes of lower case letters 1 2  3 4
d. Identify sounds of letters 1 2  3 4
e. Read slaple words In story books 1 2  3 4
f. Read sentences In story books 1 2  3 4
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1. (Cont'd)
To what extent have you or members of your 
family helped your child learn to:
g. Identify Initial consonant sounds In
words when shown pictures of the word 1 2  3 4 5
h. Identify Initial consonant sounds In
words when told the word 1 2  3 4 5
1. Identify consonant sounds when shown a letter 1 2  3 4 5
2. To what extent has your child used workbooks 
or workbook pages at home that require him/her 
to:
a. Match capital letters 1 2 3 4 5
b. Match lower case letters 1 2 3 4 5
c. Match capital and lower case letters 1 2  3 4 5
d. Match letters and pictures that begin with
the same sound 1 2  3 4 5
e. Match words and pictures 1 2  3 4 5
f. Fill In a missing letter In a sequence of
letters (e.g., A C )  1 2  3 4 5
g. Fill In a mlsslngTetter In a word (e.g.,
K 1 t  e n) 1 2 3 4 5
h. Use dot-to-dot books which follow an
alphabetical sequence (e.g., a - z) 1 2 3 4 5
3. To what extant have you or a member of your 
family usad the following terms during story 
reading episodes with your child:
a. The top of a page 1 2  3 4
b. The bottom of a page 1 2  3 4
c. The beginning of a story 1 2  3 4
d. The eno of a story 1 2  3 4
e. The front of a book 1 2  3 4
f. The back of a book 1 2  3 4
g. A sentence on a page 1 2  3 4
h. A page In a book 1 2  3 4
1. A picture In a book 1 2  3 4
j. The top of a picture 1 2  3 4
k. The bottom of a picture 1 2  3 4
1. The title of a book 1 2  3 4
a. The author of a book 1 2  3 4
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4. To uhat extent have you or members of your 
family demonstrated to your child how to:
a. Nova In a left to right direction across
the line when reading 1 2  3 4 5
b. Hove In a line by line, left to 
right direction when reading down
a page---------  1 2 3 4 5
c. Hove from the bottom of one page
to the top of the next page when reading 1 2  3 4 5
5. To what extent have you or members of 
your family talked to your child about 
the differences between:
a. A letter and m word 1 2  3 4 5
b. The first and laet line In a paragraph 1 2  3 4 5
c. A capital and lower case letter 1 2  3 4 5
d. The first and last letter In a word 1 2 3 4 5
6. To what extent heve you or members of your 
family talked to your child about the names 
of the following punctuation marks:
a. Period 1 2 3
b. Comma 1 2 3
c. Question nark 1 2 3
d. Quotation mark 1 2 3
e. Exclamation mack 1 2 3
7. To what extent have you or members of your 
family:
a. Pointed to objects In pictures and asked
your child to name the objects 1 2  3 4 5
b. Pointed to objects in pictures and told
your child the name of the objects 1 2  3 4 5
c. Pointed at a picture In a book and described
the event In the picture 1 2 3 4 5
d. Pointed to a picture In a book and had your
child describe the event In the picture 1 2  3 4 5
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e. Pointed out words In new books thst your
child bed seen In other books 1 2 3 4 5
f. Pointed to e word on a page and asked your
child to read the word 1 2 3 4 S
g. Encouraged your child to sound out a word
In a story as you are reeding the book 1 2 3 4 5
h. Urltten words on flash cards and practiced
the words with your child 1 2  3 4 5
1. Used a foraal reading kit or program
to teach your child to read 1 2  3 4 5
8. To what extent has your child:
a. Pointed to pictures of objects In books
and asked you to name the objects 1 2  3 4 5
(e.g., What's that?)
b. Pointed to pictures of objects In books
and told you the name of the object 1 2 3 4 5
c. Pointed to a picture In a book and
described the event In the picture to 1 2  3 4 5
you
d. Pointed to a picture In a book and
asked you questions about the picture 1 2  3 4 5
9. To what extent has your child played games on 
a computer In your hone that required him/her to:
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
a. Match similar capital letters
b. Match slnllar lower case letters
c. Sequence letters of the alphabet
d. Hatch Initial sounds of pictures 
to letters
e. Identify missing letters In words
f. Spell words
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Questionnaire Congtruet; Invented Spelling
1. To uhat extent have you or meebers of your 
fanlly:
a. Corrected your child when he/she misspelled
a word 1 2  3
b. Volunteered to spell words for your child 1 2  3
c. Demonstrated the correct way for your
child to fora letters 1 2  3
d. Encouraged your child to identify sounds
within words when trying to spell 1 2  3
e. Shown your child how to write his/her
first naae 1 2  3
f. Shown your child how to write his/her
last naee 1 2  3
2. In your home, to what extent has your child:
a. Drawn pictures without coloring 1 2  3 4 5
b. Drawn and colored pictures using crsyons/ 1 2  3 4 5
■srkers
c. Drawn and painted pictures 1 2 3 4 5
d. Colored In coloring books/workbooks 1 2  3 4 5
e. Drawn pictures on a chalkboard 1 2  3 4 5
f. Pretended to write (and work) as you 1 2  3 4 5
or other swnbers of your family did work
during the day or evening related to a Job
g. Pretended to write (and do hoaework) as 1 2  3 4 5
siblings completed their homework
h. Asked you to spell words for hla/har 1 2  3 4 5
1. Asked you to look at words he/she has spelled 1 2  3 4 5
j. Asked you to read words that he/she has 1 2  3 4 5
spelled
k. Asked you to correct the spelling on 1 2  3 4 5
words that he/she has written 
1. Spontaneously written letters of the 1 2  3 4 5
alphabet without your encouragement 
m. Scribbled or written shopping lists as 1 2  3 4 5
you prepare your own shopping list 
n. Scribbled or written letters as you or 1 2  3 4 5
other numbers of your family wrote 
letters to mall to friends or relatives.
196
Appendix 0 (Cont'd)
Preschool Parent Questionnaire
BEHAVIOR
S3
r  S S
fi g E 2 >£
a d § s s°
8  W  W  O  >
o. Hade apeelal birthday or holiday card* 1 2  3 4 5
containing pictures 
p. Hade apeelal birthday or holiday carda
containing lettera/words 1 2  3 4 5
q. Written note* (containing letter*) 1 2 3 4 5
to other Member a of the family 
r. Written thank you note* to relative* 1 2 3 4 5
*. Written letter* to grandparent* 1 2  3 4 5
3. To what extent are the following material* 
available for your child'* u*e In the home:
a. Plain paper 1 2  3
b. Pencil* 1 2  3
c. Pen* 1 2  3
d. Crayon* 1 2  3
a. Hark-a-lot* 1 2  3
f. Paint and paint brushes 1 2  3
g. Typewriter 1 2  3
h. Construction Paper 1 2  3
1. Scissors 1 2  3
j. Chalkboard 1 2 3
k. Computer Word Processor 1 2  3
1. Chalk 1 2  3
m. Glue 1 2  3
4. In the home, to what extent has your child used 
workbook*, workbook pages, game*, or activities 
that required him/her to:
a. Trace shapes 1 2 3 4
b. Trace capital letters 1 2 3 4
c. Trace lower ease letters 1 2 3 4
d. Trace words 1 2 3 4
e. Copy shapes 1 2 3 4
f. Copy capital letters 1 2 3 4
8* Copy lower case letters 1 2 3 4
h. Copy words 1 2 3 4
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Questionnaire Con«truct: Story Recall
1. While In the cec driving around the city, to 
what extent have you or members o£ your family:
a. Played neaory games with your child (e.g.,
repeating worda, nunbers, letters, etc.) 1 2  3 4 5
b. Sung songs with your child 1 2  3 4 5
c. Taught your child new songs 1 2  3 4 5
d. Recited nursery rhymes to your child 1 2  3 4 5
e. Recited short poeas to your child 1 2  3 4 5
2. During lengthy car trips outside the city, 
to what extent have you or neabers of your 
family:
1 2 3 4 5
5
a. Played aemory games with your child (e.g.,
repeating words, nunbers, letters, etc.) . . . .
b. Sung songs with your child 1 2  3 4 .
c. Taught your child new songs 1 2  3 4 5
d. Recited nursery rhymes to your child 1 2 3 4 5
e. Recited short poems to your child 1 2  3 4 5
To what extent has your child recited to 
you or other menbars of your faally:
a. Jingles froas ads 1 2  3 4
b. Parts of songs 1 2  3 4
c. Whole songs 1 2  3 4
d. Nursery rhymes 1 2  3 4
e. Whole poeas 1 2  3 4
f. Parts of books you have rasd to your child 1 2  3 4
g. Whole books you have read to your child 1 2  3 4
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4. While reading a atory to your child, to what
extent have you or members of your family:
a. Dlacuaaed the thene or content of the 
atory (e.g., a visit to the hoapltal) before
reading the story 1 2  3 4 5
b. Encouraged your child to think of 
experiences of hla/her own that were 
similar to experiences of characters
In the story 1 2  3 4
c. Discussed the theme or content of the
story once you have finished reading It 1 2  3 4
d. Aaked your child warm-up questions
about what the story might be about before 
starting to read the story 1 2  3 4
e. Had your child repeat words In a sentence
that you just read 1 2  3 4
f. Had your child repeat sentences
that you just read 1 2  3 4
g. Left out a word In a sentence and 
had your child tell you the word that
had been omitted 1 2  3 4
h. Had your child read a story to you and 
corrected your child when errors were
made 1 2  3 4
1. Had your child retell a story to you
In his/her own words 1 2  3 4
5. While reading a story to your child, to what 
extent has be/she:
a. Tried to guess what would happen next In
the story 1 2  3 4 5
b. Tried to guess how the story would end 1 2 3 4 S
c. Asked questions about the story once It
was finished 1 2  3 4 5
d. Asked questions about specific words
on a page 1 2  3 4 5
e. Aaked questions about punctuation marks
on a page 1 2  3 4 5
f. Aaked to have the sane story read over
and over 1 2 3 4 5
OF
TE
N
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g. Looked at pictures on each page and
accurately recited nost of the story 1 2 3 4 5
h. Looked at pictures on each page and
accurately recited all of the story 1 2  3 4 5
1. Looked at words on each page and
accurately read most of the story 1 2  3 4 5
j. Looked at words on each page and
accurately read all of the story 1 2  3 4 5
k. Volunteered to retell stories that
had been previously read to hln/her (without
the aid of a book) 1 2  3 4 5
6. To what extent has your child read (or "recited**) 
books/storles to:
a. You 1 2 3 4
b. Your husband 1 2 3 4
c. His/her slbllng(s) 1 2 3 4
d. Grandparents 1 2 3 4
e. Stuffed animals . 1 2 3 4
f. Dolls or hero figures 1 2 3 4
g. Hlaself/herself 1 2 3 4
Conclusion: What do you feel has contributed nost to your child's
oral and written language developaent?
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Sociocultural Form
STUDENT
1.
2. Addraaa
3. Blrthdate
Zip
5. Zthnlc Backgrounds 
Anglo (Vhlto)
  Black
 Kadva Aaorleaa Indian
1. Frlaory Laaguaga,
Child'a flrat acqulrad laaguaga 
Laaguaga aoac of tan apokaat 
By atudaat ____________
la tha boaa
6 . Aga
Hlapaalc
Aaian-Faclfic Zalaadar 
Otbar______________
Trlba
Yaars
Mala
Mouths
Faaala
PJUU3CT/CUAXDIAM
8. Maaa
9. Addraaa
(Oalt addra*§ of aaua) Zip
10. Talaphoaa
Hoaa _ _ _ _ _ _ _ _ _  Work _ _ _ _ _ _ _
Eaargaacy ______________
11. Doaa child llva with paraat/guardiaa? 
____________ YU   NO
12. La gal Cuardiaat 
___ Parenta 
_ _  Motbar 
  Fathar
 Otbar ____________
kalationahip
13. Marital Statuai 
_ _ _  Man lad 
_ _ _  Saparated 
_ _ _  Dlvorcad 
  Dakaowa
B0CI0CPLTP1UL YMFOTMATIOK 
Id. Occupation! Motbar Fathar
13. Iducatioaal Lava It Motbar _    Fathar ______________
(Notas Flaaaa liat tha higbaat grada ia high achool orcollaga that you coupletad.)
, 16. Annual Faaily Zacoaa LavaIs
Ohdar $9,999  $10,000-124,000 ___ $23.000-$39.000  Abova $40,000
17. Nuabar of brothosra/alataras Nuabar of glftad brotharo/aiatoras
mSCHOQL CTFOtMATlON
19. Maae of Fraachools
20. Addraaat _______
21. Talaphoaas 22. Nuabar of aentha aarollads
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Parent Release Form
PERMISSION FOR PARTICIPATION
I give permission for my child,   to
participate in a study being conducted by the &ast Baton Rouge Parish 
School System and Louisiana State University.
It is my understanding that the Intent of this study is to collect 
information about home and school related experiences of bright 
preschool aged children. Information will be gathered by: (1)
Interviewing mothers about language/reading related experiences and (2) 
Examining records of each child's performance when administered Pupil 
Appraisal tasks during the evaluation process. All Information 
collected in this study will remain anonymous and at no time will the 
name of a child or a parent be associated with data collected.
It is also my understanding that results of this study will be sent to 
my home and also made available to the East Baton Rouge Parish School 
System for programming purposes. In addition, relevant findings will 
be shared with other educational institutions on a national basis.
Parent's Signature Date
Appendix R
Sample of Rating Form Used by Mothers
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Sociodemographic Characteristics of Study Participants
Family Income Level
Under $9,999 0% 7%
$10,000 - $24,000 20% 7%
Over $24,000 80% 87%
Educational Level: Mother
Did not complete high school 0% 0%
Completed high school only 20% 7%
Attended but did not complete college 27% 40%
Completed bachelors degree only 27% 27%
Pursued Graduate degree 27% 27%
Educational Level: Father
Did not complete high school 0% 7%
Completed high school only 20% 20%
Attended but did not complete college 20% 13%
Completed bachelors degree only 27% 33%
Pursued graduate degree 33% 27%
Occupation: Mother
Not employed 67% 73%
Semiskilled service worker 0% 0%
Semiprofessional 20% 0%
Lower level professional 7% 20%
Middle level professional 7% 0%
Higher level professional 0% 7%
Occupation: Father
Not employed 0% 0%
Semiskilled service worker 7% 7%
Semiprofessional 33% 33%
Lower level professional 13% 7%
Middle level professional 13% 20%
Higher level professional 33% 33%
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Soclodemographlc Characteristics of Study Participants
Characteristic Readers Nonreaders
Marital Status:
Married 100% 93%
Divorced 0% 7%
Number of Children In Family:
One 7% 20%
Two 53% 40%
Three 40% 33%
Four 0% 7%
Position of Subject in Family:
First Born 40% 73%
Second Born 33% 20%
Third Born 27% 7%
Race
Caucasian 80% 93%
Black 7% 7%
Indian (Asian) 13% 0%
Primary Language of all Subjects ** English
IQ Levels of the Subjects
150-159 13% 13%
140-149 20% 33%
130-139 40% 27%
120-129 27% 33%
M - 135.93 M - 137.40
IQ Range: Readers 120-159
Nonreaders 122-153
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Summary of Direct Teaching Activities Engaged in 
by Accelerated Readers
Subject Activities
001 Dally read blble stories by mother; on a daily
basis followed along in blble stories as listened to same 
stories being read on tapes; completed workbook pages 
developed by mother dealing with letters and sounds; 
alternated reading bible stories out loud as mother 
read stories to him; encouraged mother to study with 
him.
002 At the age of one became Involved in an Informal 
reading program developed by mother; program involved:
(a) mother selecting a book, (b) mother putting one sentence 
from each page on a flash card, (c) mother teaching child 
to read sentence on each flash card, (d) mother giving 
the child the book once all sentences were learned; 
combination of sight and phonics used to teach child to 
read words; emphasis placed on sounding out words and 
recognizing sight words.
003 Taught to read by mother; Instructed on letter-sound
correspondences; presented flash cards with sight 
words; required to read to mother from a book every day.
004 Taught to read by mother using Abeka program
(mother had been exposed to the program through 
older child's participation in the program); 
completed worksheets on a daily basis from the Abeka 
Program; read small book to mother on a daily basis 
as part of this program.
005 Taught to identify words through the use of phonics
cards and word cards; first exposed to the reading of a 
alphabet book five or more times and then asked to read 
back the book to the parent; presented pages from 
workbooks on a weekly basis (mother secured workbooks on 
a monthly basis from a school depository in the 
community); provided instruction by mother on the com­
pletion of pages in the workbooks; provided feedback on 
the accuracy of pages completed in the workbooks.
206
Appendix T (Cont'd)
Summary of Direct Teaching Activities Engaged in 
by Accelerated Readers
Subject Activities
006 Provided direct instruction from mother one hour a 
day; exposed to a variety of different kits and 
activities (Phonics Kit, Listening and Learning with 
Phonics, Mr. Light, Charlie, etc.); completed activities 
requiring him to match pictures and words, name pictures 
and pick out letters to spell the words, and associate 
sounds with letters.
007 Used a small structured reading program developed 
by mother; was involved with the program on a 
daily basis and provided instruction with another 
child two months older.
008 Provided ditto sheets that had previously belonged to an
aunt; mother focused on teaching sounds, not letters, 
and sounding out words.
009 Taught to read by an aunt living next door (mother was
not aware of the specific skills taught but stated
that the aunt had no children and spent hours with subject
doing school type activities).
010 Taught sound and letter correspondences through use 
of a reading program; becomes Involved in reading 
materials brought home by older siblings.
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question Item-Total
Coccelations
Questionnaire Construct: Print In the Environment
1. On a weekly basis, how often do you read each 
of the following types of materials:
a. Magazines .37
b. Novels .44
c. Cookbooks .40
2. While In the car driving around the city, to 
what extent have you or members of your family 
read words to your child that appeared on:.
a. Traffic signs .51
b. Store signs .68
c. Billboards .59
d. Restaurant signs .76
e. Tractor trailer trucks (side panels) .80
3. While in the car driving around In the city, to 
what extent have you or members of your family 
played games with your child which 
required him/her to:
a. Read single letters on store/restaurant
traffic signs .62
b. Read words on store/restaurant .68
c. Read words on traffic signs .68
d. State the meaning of traffic
signs .68
e. Read letters/words on billboards .78
f. Read letters/ words on the side panels
of tractor trailer trucks .79
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Item-Total Correlations for Final Items Examined
in the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct; Print In the Environment (Cont'd)
4. During lengthy car trips outside the 
city, to what extent have you or members 
of your family read words to your child 
that appeared on:
a. Traffic signs .74
b. Store signs .86
c. Billboards .75
d. Restaurant signs .86
e. Tractor trailer trucks (side panels) .77
5. During lengthy car trips outside the 
city, to what extent have you or members 
of your family played games with your 
child which required him/her to:
a. Read single letters on store/ .71
restaurant signs
b. Read words on store/
restaurant signs .85
c. Read words on traffic signs .86
d. State the meaning of traffic signs .80
e. Read letters/words on billboards .76
f. Read letters/words on the side panels .79
of tractor trailer trucks
6. On a weekly basis, how often does your child 
look at pictures, cartoons, or print found in 
written materials (e.g., books, magazines, 
cookbooks, newspapers, etc.) available in your:
a. Kitchen .52
b. Family Room .46
c. Your child's bedroom .30
d. Your child's bathroom .48
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Item-Total Correlations for Final Items Examined
in the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Print in the Environment (Cont'd)
7. On a weekly basis, how often does your child 
look at:
a. Funnies in the newspaper .55
b. Toy ads .59
c. Listing of television shows .31
d. Adult magazines .31
Children's games and activities in .31
the newspaper (e.g., Bubble Gum Rapper) .51
e
8 . While watching television with your child,
to what extent have you or other members 
of your family:
a. Pointed out and read words on the screen
during commercials .39
b. Pointed out and read words on the screen during 
educational shows (e.g., Sesame Street) .49
9 . While watching television with your child, to
what extent has your child:
a. Pointed to words during commercials and
asked you to read the words .43
b. Pointed to words during educational
shows (e.g., Sesame Street) and asked you to .60
read the words
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Print In the Environment (Cont'd)
10. On a weekly basis, how often does your child 
Identify words found on:
a. Cereal boxes .62
b. Cans (e.g., Soup cans) .77
c. Candy Wrappers .68
d. Breakfast foods (e.g., Fruit Bars) .76
e. Health care products (e.g., soap) .68
f. Dessert mixes (e.g., Jell-o) .49
11. On a weekly basis, how often does your child:
a. Read Ingredients on a recipe or In a .51
cookbook
b. Read measurements on a recipe or In a .43
cookbook
c. Find telephone numbers In the telephone .40
book
12. To what extent has your child had access to plastic
plastic alphabet letters *35
13. To what extent has your child
selected his/her own books at the .30
library
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Concepts About Print
1. To what extent have you or members of your 
family helped your child learn to:
a. Identify sounds of letters .55
b. Read simple words In story books .55
c. Read sentences in story books .65
d. Identify initial consonant sounds In 
words when shown pictures of the word
.40
e. Identify initial consonant sounds in 
words when told the word
.47
f. Identify consonant sounds when shown a letter .67
To what extent has your child used workbooks
or workbook pages at home that require him/her
to:
a. Match capital letters .44
b. Match lower case letters .44
c. Match capital and lower case letters .47
d. Match letters and pictures that begin with 
the same sound
.52
e. Match words and pictures .61
f. Fill in a missing letter in a sequence of 
letters (e.g., A __ C)
.48
8 * Fill in a missing letter In a word (e.g., .52
( K i t  e n)
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Concepts About Print (Cont'd)
3. To what extent have you or a member of your 
family used the following terms during story 
reading episodes with your child:
a. The beginning of a story .51
b. The front of a book .48
c. The back of a book .48
d. A sentence on a page .66
e. A page in a book .50
f . The top of a picture .37
g. The bottom of a picture .37
h. The title of a book .48
i. The author of a book .37
4. To what extent have you or members of your 
family demonstrated to your child how to:
a. Move In a left to right direction across .34
the line when reading
b. Move in a line by line, left to .34
right direction when reading down
a page
c. Move from the bottom of one page .49
to the top of the next page when reading
5. To what extent have you or members of 
your family talked to your child about 
the differences between:
a. The first and last line in a paragraph .40
b. The first and last letter in a word .38
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question . Item-Total
Correlations
Questionnaire Construct: Concepts About Print (Cont'd)
6 . To what extent have you or members of your
family talked to your child about the names
of the following punctuation marks:
a. Period .64
b. Comma .72
c. Question mark .61
d. Quotation mark .60
7. To what extent have you or member.s of your
family:
a. Pointed to a picture in a book and had your .44
child describe the event in the picture
b. Pointed out words in new books that your .65
child had seen in other books
c. Pointed to a word on a page and asked your .66
child to read the word
d. Encouraged your child to sound out a word .41
in a story as you are reading the book
e. Written words on flash cards and practiced .47
the words with your child
8 . To what extent has your child:
a. Pointed to pictures of objects in books .40
and asked you to name the objects
(e.g., What's that?)
b. Pointed to pictures of objects in books .45
and told you the name of the object
c. Pointed to a picture in a book and .33
described the event in the picture to you
d. Pointed to a picture in a book and .34
asked you questions about the picture
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Question Item-Total
Correlations
Questionnaire Construct: Invented Spelling
1. To what extent have you or members of your
family:
a. Corrected your child when he/she misspelled .38
a word
b. Volunteered to spell words for your child .35
c. Demonstrated the correct way for your .52
child to form letters
d. Shown your child how to write his/her .45
last name
2. In your home, to what extent has your child:
a. Drawn pictures without coloring .30
b. Drawn and colored pictures using crayons/ .36
markers
c. Colored in coloring books/workbooks .31
d. Pretended to write (and work) as you
or other members of your family did work .52
during the day or evening related to a job
e. Asked you to look at words he/she has spelled ;55
f. Asked you to read words that he/she has .68
spelled
g. Asked you to correct the spelling on .80
words that he/she has written
h. Spontaneously written letters of the .73
alphabet without your encouragement
1. Scribbled or written shopping lists as .61
you prepare your own shopping list
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Item-Total Correlations for Final Items Examined
In the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Invented Spelling (Cont'd)
2. In your home, to what extent has your child:
k. Scribbled or written letters as you or
other members of your family wrote .72
letters to mail to friends or relatives.
1. Written notes (containing letters) .59
to other members of the family 
m. Written thank you notes to relatives .38
n. Written letters to grandparents .48
3. In the home, to what extent has your child used 
workbooks, workbook pages, games, or activities 
that required him/her to:
a. Trace shapes 145
b. Trace capital letters .71
c. Trace lower case letters .63
d. Trace words .57
e. Copy shapes .61
f. Copy capital letters .70
g. Copy lower case letters .72
h. Copy words .58
Questionnaire Construct: Story Recall
1. While in the car driving around the city, to
what extent have you or members of your family .47
played memory games with your child (e.g., 
repeating words, numbers, letters, etc.)
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in the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Story Recall
2. During lengthy car trips outside the city,
to what extent have you or members of your
family played memory games with your child .55
(e.g., repeating words, numbers, letters, etc.)
3. To what extent has your child recited to
you or other members of your family jingles from .35
ads
4. While reading a story to your child, to what 
extent have you or members of your family:
a. Discussed the theme or content of the .57
story (e.g., a visit to the hospital) before
reading the story
b. Encouraged your child to think of
experiences of his/her own that were .41
similar to experiences of characters 
in the story
c. Discussed the theme or content of the .39
story once you have finished reading it
d. Asked your child warm-up questions
about what the story might be'about before .50
starting to read the story
e. Had your child read a story to you and
corrected your child when errors were .62
made
f. Had your child retell a story to you .40
in his/her own words
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Item-Total Correlations for Final Items Examined
in the Questionnaire Constructs
Question Item-Total
Correlations
Questionnaire Construct: Story Recall (Cont'd)
5. While reading a story to your child, to what
extent has he/she:
a. Tried to guess what would happen next in .32 
the story
b. Tried to guess how the story would end .35
c. Asked questions about the story once it .32
was finished
d. Asked questions about specific words .71
on a page
e. Asked questions about punctuation marks .51
marks on a page
f. Looked at pictures on each page and .59
accurately recited most of the story
g. Looked at pictures on each page and .64
accurately recited all of the story
h. Looked at words on each page and .55
accurately read most of the story
1. Looked at words on each page and .61
accurately read all of the story
j. Volunteered to retell stories that
had been previously read to him/her (without .47
the aid of a book)
6 . To what extent has ybur child read (or "recited") 
books/stories to:
a. You .40
b. Your husband .45
c. Stuffed animals .35
d. Himself/herself .63
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